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Abstract
Catlett, Ricky Dale. Ed. D. The University of Memphis. August, 2015. The
Relationship Between Affective Teaching and Teacher Effectiveness in Rural Teachers
in Tennessee. Dr. Larry McNeal:
The purpose of this study was to investigate the relationship between affective
teachers and teacher effectiveness among teachers in rural Tennessee. The philosophical
belief of the study is embedded in the classical conditioning theory where the classroom
is perceived as the instructional construct, which is characterized by the generation of
stimuli and responses. A sample of 259 rural teachers in Tennessee located in elementary,
middle, and high schools participated in the study. Data were collected using a survey
containing elements of motivation, emotionality, planning, stability, commitment, and
competence. Data were analyzed using regression analysis, descriptive statistics, and
correlations. Results showed that teachers motivate students using strategies which
include: drive to learn, passion to succeed, passion to learn, and appreciation. Results also
showed that teachers utilize emotionality to build relationships with students using
strategies which include the following: concern, kindness, compassion and listening.
These findings have implications for classroom management, instructional design,
assessment, delivery of instruction, creating friendly teaching environments, instructional
leadership, student growth, and achievement.

iii

Table of Contents
Chapter

Page

List of Tables ..................................................................................................................... vi
1. Introduction ......................................................................................................................1
Background ..............................................................................................................4
Statement of the Problem .........................................................................................6
Research Questions ..................................................................................................7
Assumptions.............................................................................................................8
Purpose of the Study ................................................................................................9
Theoretical Framework ..........................................................................................10
Rationale for Using the ATM ................................................................................11
Definition of Terms................................................................................................12
Significance of the Study .......................................................................................14
Delimitations ..........................................................................................................15
Organization of Study ............................................................................................17
2. Review of Literature ......................................................................................................18
Motivation ..............................................................................................................19
Metacognitive Feedback ........................................................................................21
Emotionality...........................................................................................................22
Brain Research .......................................................................................................23
Planning .................................................................................................................26
Commitment ..........................................................................................................32
Competence............................................................................................................36
Stability ..................................................................................................................39
Coaching, Collaboration, and Networking ............................................................39
Situational Leadership Connection ........................................................................44
Servant Leadership Connection .............................................................................46
Social Systems Leadership Connection .................................................................47
Path-Goal Leadership Connection .........................................................................49
Cultural Leadership Capabilities............................................................................52
Goal 1: Exhibit Humility and Empathy .....................................................53
Goal 2: Use Mindful Communication........................................................54
Goal 3: Engage in Cosmopolitanism .........................................................56
Goal 4: Engage in Inquisitiveness..............................................................57
Goal 5: Engage in Creating and Building Trust.........................................58
The Existing Relationship between Affective and Effective Teaching .................60
Attention ....................................................................................................60
Relevance ...................................................................................................61
Confidence .................................................................................................63
Satisfaction .................................................................................................64
iv

Effective Teaching Models ....................................................................................65
Emotionality and Inspiration Brain Connection Model .............................65
Social Cognitive Model .............................................................................66
Motivation and Personality Model.............................................................67
3. Research Methodology ..................................................................................................69
Research Questions ................................................................................................69
Research Design.....................................................................................................70
Population and Participants....................................................................................71
Instrumentation ......................................................................................................72
Data Collection ......................................................................................................73
Data Analysis .........................................................................................................73
Validity ..................................................................................................................74
Summary ................................................................................................................74
4. Results and Discussion .................................................................................................75
5. Discussion, Recommendations, and Conclusions .........................................................94
References ........................................................................................................................104
Appendices .......................................................................................................................113
Affective Teacher Model Survey .........................................................................113
Consent to Participate in Research Study ....................................................................... 119

v

List of Tables

Table

Page

1. Means and Standard Deviation for Emotionality...................................................76
2. Means and Standard Deviation for Motivation of Effective Teachers ..................77
3. Model Summary Predicting Awareness.................................................................79
4. ANOVA Summary.................................................................................................79
5. Coefficients ............................................................................................................80
6. Correlations Matrix for Drive, Passion-Success, Passion-Learning
and Control.............................................................................................................81
7. Model Summary Predicting Awareness.................................................................83
8. ANOVA Summary.................................................................................................84
9. Coefficients for Variable Emotionality..................................................................84
10. Correlations Matrix for Concern, Kindness, Compassion, and Listening .............86
11. Regression Statistics on Gender............................................................................87
12. Regression Statistics on years of Experience Summary Motivation ....................89
13. Regression Statistics on Gender and Teacher Effect Level ...................................91
14. Regression Statistics on School Configuration Motivation Summary ..................93

vi

Chapter 1
Introduction
The proposed study investigated the relationship of rural affective teachers and
effectiveness in Tennessee as an attempt to understand their connection with student
achievement and the role a teacher plays to promote the connection. The affective teacher
utilizes motivation, emotionality, planning, commitment, competence, and stability as
vehicles to stimulate change among students, which leads students to experience learning,
progress, growth, and achievement in the classroom (Bandura, 2002; Cunningham &
Cordeiro, 2006; Snowman & Biehler, 2006). However, teachers must also be effective.
The effective teacher utilizes cooperation, relationships, teaching styles, teaching
strategies, teaching methods, questioning styles, praise, reviewing, outlining and humor
to promote change among students which can be realized as growth, development, and
achievement (Green, 2010; Green, McNeal, & Cyress, 2009; Harris, 1998).
The affective teacher is associated with Pavlovian Classical Conditioning (PCC),
also known as classical conditioning, which evolved from the research of Ivan Pavlov
and developed into a process of behavior modification that proves a biological response
can be generated by a previous stimulus (Chang, Stout, & Miller, 2004). Furthermore,
when the stimulus is continually repeated, it will generate the same response. In the
teacher-student relationship in the classroom it is known as the stimulus that triggers a
response. The response students produce after receiving a teacher’s stimulus becomes the
effectiveness of teacher’s interaction with the students. Effective teaching in the
classroom can be manifested as student learning, achievement, new skill development,
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displaying of new knowledge, learning satisfaction, progress, growth, and achievement
(Bandura, 1997; DeCecco, 1968; Driscoll, 2005).
The affective teacher is driven by six factors which are motivation, emotionality,
planning, commitment, competence, and stability. Motivation is associated with
promoting learning among students; increasing student achievement; supporting learning
progress; exhibiting instructional leadership, spearheaded by ability of the teacher to
motivate students to learn and demonstrate learning progress; and exhibiting empathy to
the needs of all students, including low and high achieving students (Green, 2010; Green
et al. 2009; Keller & Suzuki, 1988). Emotionality is involved with showing students
empathy as they work through learning and adjust to problems in the school settings,
showing students genuineness to stimulate their trust in order to build and manage
relationships in the classroom, and providing students inspiration to give them hope to
learn and gain knowledge; listening to the inquiries of students, and showing students
care (Cunningham & Cordeiro, 2006; Green, 2010). Planning is associated with
structuring meaningful lesson plans, measuring student progress, and showing
instructional leadership (Daft & Lane, 2011; Green et al. 2009; Marzano, 2012).
Commitment stresses the acts of supporting students who are struggling and
failing learning materials, teaching according to standards and existing benchmarks, and
advocating for students interests for growth and development (Green, 2010; Green et al.
2009). Competence demonstrates expert knowledge, exhibiting confidence to deliver
instruction, excellence in planning instruction, knowledge and understanding of
classroom management, and applying effective strategies to stimulate a healthy
classroom climate (Cunningham & Cordeiro, 2006; Green, 2010). Stability paves the way
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for showing interest to teacher professionalism, paying attention to changes of students’
learning attitudes and growth progress, and providing remediation to struggling and
failing students to allow them to stay in school, collaborating with parents to ensure that
the needs of students are met, and showing consistency in appreciating teaching (Crick,
1995).
The effectiveness of a teacher in the classroom is driven by factors such as
structuring, questioning, application, substance, outcomes, generalization, teacher
behaviors, teaching styles, adopting a wide repertoire of approaches to foster different
students’ learning styles, working together, taking responsibility, being creative,
stimulating cooperative relationships, encouraging teamwork, providing feedback and
adjustment, praise, and reviewing (Green, 2013). The effective teacher can demonstrate
effectiveness through the use of motivation, emotionality, planning, commitment,
competence and stability (Danielson, 2007; Marzano, 2012).
The proposed study examined the relationship between affective teaching and
teacher effectiveness in rural teachers in Tennessee. The first instrument is the Affective
Teaching Survey which measures teacher affectiveness in the classroom. The affective
teacher’s affectiveness is measured by six instruments featuring surveys which include:
motivation, emotionality, planning, commitment, competence, and stability. These
surveys assess affective teacher effectiveness to be able to compare the results with the
effectiveness measures assessed by the TVAAS instrument administered by state of
Tennessee to all rural teachers. TVAAS is a measure of growth in student performance
from one year to the next on state-mandated tests. Teacher effectiveness is measured by:
significantly below expectation-1, below expectation-2, at expectation (one year’s
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growth)-3, above expectation-4, and significantly above expectation-5 instituted by the
State of Tennessee (Sanders & Horn, 1998). In Tennessee, rural teachers are assessed by
the state for effectiveness using the Tennessee Value-Added Assessment System
(TVAAS). As an assessment instrument, TVAAS detects increases in learning progress
among low achieving students and sustained learning progress among high achieving
students, provides measurable student growth and assists school systems in
understanding how students are making progress using existing data, assesses how
teachers are showing progress in supporting student learning, defines roles of teachers
and leaders in fine tuning and shaping instruction (Green, 2010; Green et al. 2009;
Sanders & Horn, 1998). Overall teacher evaluation ratings were obtained from the
teachers through self voluntary reporting on the survey administered, as TVAAS data of
individual scores is not accessible to the public.
Background
The issues of affective teacher and effectiveness are tied to state and federal laws
with the aim of ensuring that students are provided the most appropriate, fair, and
meaningful educational environment where students will grow, develop, and become
productive to the nation (Marzano, 2012). The NCLB law has mandated school systems
in the United States to fine tune their behaviors which include: supporting student
learning, placing highly qualified teachers in classrooms, and showing accountability for
teaching (Marzano, 2012; Parkay & Stanford 2003; Sanders & Horn, 1998).
Tennessee has used the teacher evaluation ratings to demonstrate teacher
accountability, student learning, and student achievement in an attempt to meet its goals
in addressing the NCLB act (Parkay & Stanford, 2010; Sanders & Horn, 1998). The
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scores are used to assess student achievement, student progress, student growth rates
(Parkay & Stanford, 2010; Sanders & Horn, 1998). This evaluation method ensures that
teachers strive for student achievement, reveals student growth patterns, and promotes
teacher accountability. These issues have focused on effectiveness of instruction, leader
planning, teacher planning, and competence, specific methods of lesson planning,
teaching strategies, and influence of schooling on student success (Sanders & Horn,
1998).
The proposed study attempted to understand these phenomena by comparing
research results extracted through the affective teacher model (ATM) and teacher effect
as linked to TVASS instruments. Existing research has an elaborate amount of data,
which focus on student achievement, student progress, student growth, and growth
patterns. However, this data reveals little connection with the context of the ATM as an
instructional and leadership tool. Recent models on educational achievement have
investigated assessment and testing issues in TVAAS. It is not known how the proposed
ATM model is associated with NCLB and a number of Tennessee educational laws, such
as the Comprehensive Educational Reform Act (CERA) 1998, and Education
Improvement Act (EIA) 1992. To date, there are no studies that have established the link
of ATM to current and past educational laws. Little information has been established
about how the teacher promotes the student achievement, student progress, and student
growth rate while utilizing tools such as motivation, emotionality, planning, commitment,
competence, and stability (Cunningham & Cordeiro, 2006; Danielson, 2007; Green et al.
2009; Marzano, 2012).
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Furthermore, the proposed study aimed to explore the relationship between ATM
as an instructional and leadership tool and teacher effect as linked to TVAAS as a
statistical analysis tool. The proposed study will shed some light on understanding the
link between ATM and TVAAS as they are applied in the Tennessee school districts to
assess teaching accountability. The findings from the proposed study will stimulate the
generation of a knowledge base to advance research related to student achievement and it
relationship to “Affective Teaching” and “Teacher Effectiveness” in Tennessee School
Systems (Cunningham & Cordeiro, 2006; Danielson, 2007; Marzano, 2012; Sanders &
Horn, 1998).
Statement of the Problem
The relationship between affective teaching and effective teaching remains
unclear. The affective teacher model (ATM) has not been tested in classroom settings
among teachers, and, therefore, presents the problem of quantifying how this model
impacted teaching and learning among teachers and students in the classroom. The
affective teacher is driven by six factors, which are motivation, emotionality, planning,
commitment, competence, and stability.
It is not known how the affective teacher” and the Tennessee Value-Added
Assessment System impact or influence effectiveness among teachers in the classroom
settings. These models need to be compared to determine their true impact on teacher
effectiveness. The Tennessee Value-Added Assessment System (TVAAS) has often been
used to establish links with student achievement, increase learning progress among low
achieving students, sustain learning progress among high achieving students, provide
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measurable student growth and growth patterns, and assist school systems in
understanding how students are making progress.
This study examined the relationship between affective teaching and effectiveness
in rural school teachers in Tennessee by using existing data and assessing how teachers
are showing progress in supporting student learning and shaping instruction. However, it
is not concretely known how this data connects to affective teacher model (ATM). The
affective teacher model (ATM) has not been tested in classroom settings among teachers,
and, therefore, presents the problem of quantifying how this model impacts teaching and
learning among teachers and students in the classroom. Further, it is not known how
motivation, emotionality, planning, commitment, competence, and stability support or
impact teacher effectiveness variables of the TVAAS as a statistical analysis model. It is
not known how ATM supports how low-achieving students can grow, and their teachers
can earn strong TVAAS scores. It is not known how ATM supports how high-achieving
students can grow and their teachers can earn strong TVAAS scores (Green, 2010; Green
et al. 2009; Sanders & Horn, 1998).
Research Questions
The study addressed the following questions:
1. How affective are rural school teachers in Tennessee?
2. How effective are rural school teachers in Tennessee?
3. Is there a relationship between affective teachers and teacher
effectiveness?
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4. What is the relationship between affective teachers and teacher
effectiveness as it relates to gender, years of experience, grade level, and
school configuration?
Assumptions
The study made assumptions for the affective teacher and effective teacher in the
ramifications of teacher practices, delivery of instruction, and measurement of learning.
Several assumptions are made.
Assumption 1. Affective teachers and effective teachers used motivation to
stimulate learning among students. Motivation is fostered through attention, relevance,
confidence, and satisfaction. Attention is stimulated by perceptual arousal, inquiry
arousal, and variability. Relevance is stimulated by goal orientation, motive matching,
and familiarity. Confidence is stimulated by learning requirements, success opportunities,
and personal control. Satisfaction is triggered by natural consequences, positive
consequences, and equity (Keller & Suzuki, 1988). Emotionality is inspiring students to
achieve in the classroom. Planning is organizing the classroom to meet the needs of
students. Commitment is dedication to enabling students acquire their needs in the
classroom to realize growth, development, and productivity. Competence is manifestation
of the teachers varied repertoire to facilitate teaching, learning and achievement. Stability
is sustaining the teaching and learning environment to achieve the intended educational
goals and objectives (Bandura, 1997; Danielson, 2007; Marzano, 2012).
Assumption 2. Affective teachers and effective teachers are associated with
teacher effect linked with the TVAAS model in ramifications of student progress, student
learning process, learning measured over time periods, student growth and achievement.
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These factors are assumed as indicators of teaching effectiveness in regards to measured
educational outcomes in a given school district. These factors also contribute to
motivation, accountability, competence, stability, and emotionality that prevail among
affective teacher and effective teachers (Song & Keller, 2001; Visser & Keller, 1990).
Assumption 3. Affective teacher and effective teacher are both embedded in the
classical conditioning and self-efficacy theory of motivation and learning. It is assumed
learning is stimulated by a stimulus, such as instructional delivery and the creating of a
conducive learning environment. When learners feel accepted in the instructional
environment, they begin to learn. At the end of learning, when the stimulus has produced
an effect, such as learning outcomes, the teacher is capable of determining how learning
has taken place and its effect on student growth, development, and productivity. School
districts measure schools accountability by student achievement and success. The
availability of motivational resources and materials in schools contribute greatly to
schools productivity, student progress, and student growth over time (Sanders & Horn,
1998).
Purpose of the Study
The purpose of this study is to understand whether a rural affective teacher is
related to effectiveness in the ramifications of classroom settings where teacher and
student interact during the processes of teaching and learning. Further, the study uses six
factors of affective teaching and the Tennessee Value-Added Assessment System to
assess teacher effectiveness. The measure of teacher effectiveness is based on individual
teacher effect levels 1-5. The variable of rural affective teachers and effectiveness are tied
to student achievement, increasing learning progress among low achieving students,
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sustaining learning progress among high achieving students, providing measurable
student growth and growth patterns, assisting school systems in understanding how
students are making progress using existing data and assessing how teachers are
showing progress in supporting student learning, defining roles of teachers and leaders in
fine tuning and shaping instruction (Green, 2010; Green et al. 2009; Sanders & Horn,
1998).
Theoretical Framework
The affective teacher model (ATM) originates from the classical conditioning
theory proposed by Pavlov (Driscoll, 2005). According to Pavlov, there is a stimulus and
response when behavior involves interaction between human beings. In a teaching
environment, the teacher is the stimulus who possesses information and other
competencies, which are shared with a student. The student responds to the stimulus
triggered by the teacher by attending to the information, resulting in retaining the
information for future use. The connection between the teacher and the learner is so
profound that the entire learning and teaching process is sustained by mutual respect and
understanding between the teacher and student (Brophy, 2004; Glasser, 1998; Snowman
& Biehler, 2006).
The interaction between a teacher and student is one of stimulus-response in
nature, which leads to affective teaching, student learning, student growth, student
progress, and student teacher accountability. The teacher approaches the instructional
environment with motivation, emotionality, planning, commitment, competence and
stability to ensure that there is harmony, synchronization, learning, and true teaching
(Cunningham & Cordeiro, 2006; Danielson, 2007; Marzano, 2012).
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The ATM is a generative tool that a teacher used to facilitate learning and
teaching from a range of instructional conditions. In the teacher-student relationship in
the classroom, it is known as the stimulus that triggers a response. The response students
produce after receiving a teacher’s stimulus becomes the effectiveness of teacher’s
interaction with the students. Effective teaching in the classroom can be manifested as
student learning, achievement, new skill development, displaying of new knowledge,
learning satisfaction, progress, growth patterns, and achievement (Bandura, 1997;
DeCecco, 1968; Driscoll, 2005).
Rationale for Using the ATM
The rationale for using the proposed ATM was embedded in theories which focus
on factors which include: cognitive behavioral theory, motivational theories, learning
theories, information processing theories, and leadership theories. Cognitive and
behavioral theories have paved a way to understand how people interact with one another
just like the teacher and student. Information processing theories have focused on
understanding how people process information and retain it in the short-term and longterm memories (Bandura, 2002; Damasio, 2005). Processing information requires that
teachers and student create a conducive learning environment where all the six sense of
humans can exercise freedom to capture varies of stimuli. The stimuli constituted the
information that was being capture and processed by students (Snowman & Biehler,
2006).
Leadership theories have focused on how people manage and use the information
extracted from present material in the classroom and management of the learning
environments to sustain learning and teaching (Cunningham & Cordeiro, 2006; Daft &

11

Lane, 2011). Motivational theories have focused on how the a teacher empowers
students and provides them the learning environment and capabilities including options to
make choices in processing information presented in the classroom from which
knowledge acquired (Keller & Suzuki, 1988).
Additionally, the rationale for using the ATM in this study was to reap the
benefits of changing the perceptions, attitudes, beliefs, and behaviors of students and
propels them in a positive direction where they will realize achievement and success
(Brophy & Good, 1987).
Definition of Terms
The following definitions were pertinent to the study and ensure precision to this
study. The specific definitions are from various sources of reference.
Attention. A motivation element associated with perceptual arousal, inquiry
arousal, and variability (Cheng & Yeh, 2009; Keller & Suzuki, 1988).
Affective Teacher Model. A teacher’s practices involving use of motivation,
emotionality, planning, commitment, competence, and stability (Cunningham &
Cordeiro, 2006; Danielson, 2007; Marzano, 2012).
Affective teacher. Construct embedded in classical condition where teacher
serves as the stimulus transferring knowledge and skills to students who serve as
response vehicles (Bandura, 1997; Brophy & Good, 1987; Keller & Suzuki, 1988;
Maslow, 1954).
Commitment. Commitment is a leadership quality possessed by a teacher who
demonstrates affective teaching to promote student achievement. This is achieved
through applying emotional intelligence (Daft, 2011).
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Competence. A list of knowledge forms and skills which belong to the repertoire
of the teacher (Green, 2010; Green et al. 2009).
Confidence. A motivation element associated with learning requirements,
success opportunities, and personal control (Song & Keller, 2001; Visser & Keller,
1990).
Effectiveness. A teacher promotes learning, achievement, and student success
(Sanders & Horn, 1998).
Emotionality. A human energy form embedded in feelings, psychological
adaptations, emotional adaptations, and mental adaptations for the common good of the
individual and others (Maslow, 1954).
Motivation. Tool for generating interest and grabbing learner’s attention to lead
to learning with spillover effect of retrieval, storage, and appreciation of information
(Maslow, 1954).
Planning. Planning is a leadership quality a teacher exhibits through morality.
The teacher is a moral agent who must do the right thing and make decisions that
stimulate taking the right action for the common good of all (Cunningham & Cordeiro,
2006).
Stability. An atmosphere of tranquility and sustainability which is a domain of
instructional leadership (Daft & Lane, 2011).
Tennessee Effectiveness Measure. A proposed model that is supported by the
Tennessee Value-Added Assessment System (Sanders & Horn, 1998).
Tennessee Value-Added Assessment System. A statistical analysis tool for
measuring student learning, growth, and progress (Sanders & Horn, 1998).
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Relevance. A motivation element associated with familiarity, goal orientation,
and motive matching (Keller & Suzuki, 1988).
Satisfaction. A motivation element associated with natural consequences,
positive consequences, and equity (Bandura, 1997; Hart, 1981; Jaemin, Kim, & Lee,
2008).
Student Growth. A measure of student achievement with respect to events in the
instructional environment where student and teacher are interacting and moving
instruction forward (Sanders & Horn, 1998).
Significance of Study
The investigation of affective teacher and effective teacher had implications for
instructional design and assessment of instruction. Instructional design incorporates
motivation in the lessons with lesson units geared toward enhancing student learning,
growth, development and productivity. Teacher competence is where knowledge and
skills are applied in the classroom increase learning. Competent teachers increase
learning, student performance, and achievement (Sanders & Horn, 1998).
The significance of affective teaching and effective teaching in Tennessee was
supported in the areas of student growth, student achievement and teacher accountability.
Teachers are entrusted with the responsibility of ensuring that students make progress,
growth, and sustain growth patterns in their search for achievement and school success.
School districts benefit from knowing that students are making progress in the journey to
be educated, experience growth and develop in the school environment. Accountability of
teachers is made through determining student progress, growth, achievement, and school
success (Huett, Kalinowski, Moller, & Huett, 2008; Sanders & Horn, 1998). The
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proposed study will measure student progress, growth, and sustained progress which will
support school district by providing them information that shows the relationship
between affective teacher and effective teachers. These two variables are grounded in
best practices and theories of learning, growth, and development among students.
Furthermore, this study provides information for school district to fine tune curriculum
variables that increase learning and success of students in the learning environment
(Bandura, 1997; Jaemin, Kim, & Lee, 2008; Sanders & Horn, 1998).
Delimitations
This study was limited only to practicing teachers in the school district of
Tennessee. It could have been worthwhile, however, if the study had also concentrated
on investigating teacher practices in the United States to give it broader implications for
impact of affective teacher and effective teacher relationships in the school systems of the
nation. This expansion would have given the study more room to raise arguments about
affective teachers and effective teacher in the nation. Furthermore, it would provide
greater insight into affective teaching and effective teaching in the United States.
Surveys were used to gather data, but they pose problems in many areas. The
methodology relying on standardization forces the researcher to develop questions
general enough to be minimally appropriate for all respondents, possibly missing what is
most appropriate to many respondents. Surveys are inflexible in that they require the
initial study design (the tool and administration of the tool) to remain unchanged
throughout the data collection. The researcher must ensure that a large number of the
selected sample will reply. It may be hard for participants to recall information or to tell

15

the truth about a controversial question. As opposed to direct observation, survey
research can seldom deal with context.
The reliability of the instruments could have been enhanced if repeated sampling
of teachers was done over a period of time, and that space of time should have increased
the detection where the reliability could have been exploited and made larger. Since the
sampling is limited, an element of bias is introduced into the study. Since some bias was
introduced into the study, internal validity will be impossible to avoid or minimize. This
is because the population and sampling take place only in school districts where it was
assumed affective teachers and effective teachers are located. In addition, the study is
limited to responses of participants, accuracy and truthfulness of the responses, accuracy
of the comprehensiveness of the affective teaching and effective teaching factors, and
factors assessed by the TVASS.
The population in this study is one which included teachers from rural Tennessee
and includes ethnic groups and majority groups. The reason for selecting this population
is because there is a great need to understand why affective teacher and effective
teachers, especially Whites, African Americans, Hispanics, Latinos, Native Americans,
Asian Americans, and Pacific American Islanders are expressing best practices associated
with best practices in affective teaching and effective teaching.
A small sample was not used in this study, but instead, a large sample in the
population is chosen to ensure that the reliability of the results could produce audible
entities of data to support the answering the research questions. The study did review
literature on affective teaching and effective teaching pertaining to majority population of
teachers in rural areas in general terms. The conceptual framework depicts a theoretical
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basis for investigating the affective teachers and effective teachers. This was a deliberate
strategy to ensure that more emphasis is placed on examining issues pertaining to best
practices of teachers in Tennessee as the focus on affective teaching and effective
teaching.
Organization of Study
Chapter one was an introduction to study of affective teacher, effectiveness,
effective teaching, and individual teacher effect level linked to Tennessee Value-added
Assessment System, and Affective Teacher Model to be undertaken by the proposed
student in rural schools. The focus of the chapter is on background of the study, problem
statement, research questions, assumptions, purpose of the study, theoretical framework,
definition of terms, significance, delimitations and organization of the study. The chapter
gives the reader introduction to the study. Chapter 2 is literature review which focuses on
areas including: theories of affective teaching and effective teaching, connection between
affective teacher and effective teacher, leadership, and perspectives about affective
teaching in rural environment. Chapter 3 is methodology. It shows the elements which
include: design, methods and procedures, data collection and analysis, environment,
sample, and ethical standards. Chapter 4 focuses on findings of the study leading to
discussion and interpretation of the implication of the study. Chapter 5 summarizes the
study findings and interpretation and provides some form of conclusion to the study.
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Chapter 2
Review of Literature
The purpose of chapter two is to review literature related to issues associated with
affective teaching and effective teaching. The roles of the affective teacher and effective
teacher, which educators have long attempted to understand, are explored in the
classroom. The goal of this chapter is two-fold. First, the chapter explores issues of
affective teaching concerning effects of motivation, metacognitive feedback, emotionality
and brain research, planning, commitment, competence and stability, social system
leadership, and path-goal leadership. Second, the chapter explores effective teaching
concerning results of TVAAS variables which have been obtained through individual
disclosure of teacher effectiveness ratings on the survey instrument (Sanders & Horn,
1998).
Motivation found in the classroom generated by the affective teacher can be
understood with respect to how the affective teacher influences students to learn and
experience student progress, growth, and student achievement by the mode in which the
affective teacher triggers students’ metacognitive strategies and self-regulated strategies
(Song & Keller, 2001). Brain research has played a pivotal role for educators by
advancing their understanding the role of emotions in supporting instruction through the
affective teacher’s emotionality. Situational leadership issues have enabled us to
understand how the emotionality of the affective teacher impacts teaching, learning, and
student progress, growth, and student achievement (Daft & Lane, 2011). Planning is the
affective teacher’s tool for delivery of instruction that increases learning and promotes
effective instructional assessment of learning and teaching (Cunningham & Cordeiro,
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2006). The social system leadership conceptualization renders the affective teacher the
value for enabling students to experience student learning, student progress, student
growth, and student achievement. Commitment to teaching is the affective teacher’s
passion that propels instruction and learning in a fruitful direction where students
experience progress, growth, development, and achievement.
Competent affective and effective teachers possess unique qualities that make
them adapt. Some evidence-based research reveals honesty, hope, perseverance,
judgment, humility, integrity, and mindful communication as competences that affective
and effective teachers bring to the classroom. Affective teacher and effective teachers
bring stability to the classroom and the teaching and learning environment through
vehicles which are characterized by coaching, networking, collaboration, and cross
cultural leadership capabilities.
The following literature review will examine the link between affective teaching
as the “stimulus” and effective teaching as the “response” as the findings relate to student
achievement in rural school settings.
Motivation
The affective teacher applies motivational strategies to foster students’ interests to
learn in the instructional environment. The issues of motivation explored in this chapter
relate to motivation of the affective teacher that propels instruction among students in the
classroom where they experience student learning, student progress, student growth, and
student achievement. Motivation is linked to affective teaching and effective teaching.
Motivation is linked to inspiration, learning, and memory. Teacher efficacy
motivates a student to learn through inspiration, such as giving students praise, and
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students do experience achievement. Inspiration stimulates information processing in the
classroom environment. Information processing theory alludes to short-term memory and
long-term memory as the vehicles that stimulate knowledge acquisition and knowledge
representation, which can be stored and retrieved at, will by the student during the
process of learning and after the learning period (Atkinson & Shiffrin, 1968; Norman &
Rumelhart, 1970).
One study (Matthews, 1988) found that Jaime Escalante was declared the best
teacher in America. Escalante had the energy of the hottest volcano, the memory of an
elephant, and the diplomacy of an ambassador. Escalante was capable of transforming the
underprivileged Hispanic students in a troubled school into the highest achieving high
school students in calculus in the nation. The students’ achievement in calculus was
attributed to how Escalante was capable of using motivation as a teaching strategy to
inspire Hispanic students to achieve greatness in mathematics, which is evidence of
Escalante’s determination to ensure that students would realize learning progress,
experience growth, demonstrate achievement and sustain success in school. One study
(Keller & Suzuki, 1988) found that motivation is associated with attention, relevance,
confidence, and satisfaction. The affective teacher stimulates learning among students by
grabbing attention, providing relevant materials, and facilitating the development of
confidence and satisfaction.
The affective teacher relies on praise to motivate students to perform and
demonstrate accountability for their presence in the classroom and to be able to
accomplish instructional goals. Praise is linked to motivation in the instructional
environment; the affective teacher is a master at praising students for accomplishments
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and performance in the classroom. Bandura (2001) notes that in the presence of models
from which students imitate behaviors, praise stimulated self-regulation and
metacognitive strategies that aid students to experience achievement in the instructional
environment. Snowman and Biehler (2006) claim that praise of student performance
gives the students confidence to learn and experience achievement. Hawkins and Heflin
(2011) note that praise statements that lack a specific account of student behavior in
observable terms are compromised as they fail to give students performance feedback to
guide their learning. Brophy and Good (1970) argue that affective teachers communicate
with students through praise when the situation deems necessary. Basing praise on
differentiated expectations for children's classroom performance provides students
opportunities to realize that their performance is appreciated by the teacher.
Metacognitive Feedback
Motivation, linked to metacognition, is derived from learning material in the
instructional environment. Using self-regulated strategies and metacognitive strategies,
students are capable of experiencing learning and achievement in the instructional
environment (Bandura, 2002; Maslow, 1954). There is also research-based evidence that
supports the role of the affective teacher in the classroom in encouraging students to use
their self-regulated strategies and metacognition to process information, thus
experiencing knowledge acquisition and knowledge representation (Gunn & Hepburn,
2003). The affective teacher promotes student growth in the classroom by engaging
students to apply the metacognition, especially the use of metacognitive strategies.
Bandura (2002) has long advocated the notion that metacognition is linked to selfregulation among learners, especially when a learner utilizes the metacognitive strategies
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in situations such as problem solving, reasoning, thinking, imagination, and creativity.
Bandura stresses that the affective teacher emphasizes to the students the need to apply
their effort and utilize self-regulation to think about key operations in problem solving.
The affective teacher can stimulate students to think and recall relevant prior knowledge
as they solve a given problem. By using self-regulation and metacognitive strategies,
students experience growth and progress in learning in instructional environments.
One study conducted by Kramarski and Zeichner (2001) compared computerassisted instruction and metacognitive feedback with computer-assisted instruction with
results feedback on eleventh graders’ mathematical problem solving under the
supervision of an effective teacher. During processing of material, the computer gave
students prompts such as thinking about the problem, concentration on the relevance of
prior knowledge, and using appropriate problem solving methods. The findings of the
study revealed that on a 27- item test that required students to explain reasoning that led
them to solve the problems as they did, students who received metacognitive feedback
significantly outscored students who received results feedback. These findings
demonstrate the power of the affective teacher in utilizing computer-assisted instruction
as strategies as a tool for students to activate their metacognitive strategies to learn, make
progress in learning problem solving skills, and experiencing student achievement.
Emotionality
The affective teacher uses emotionality to impact instruction among students in
the classroom so that they experience student learning, student progress, student growth,
and student achievement. Teachers use the emotional aspects of humanity to inspire
students. Through inspiration, students are able to be motivated to learn. The inspiration
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of students through the teachers’ emotionality increases the students’ capabilities to
process knowledge in the learning environment. The emotions of the teacher are
embedded in the brain in the amygdala, which have a spillover effect of stimulating
students to learn through inspiration (Damasio, 2003). Emotionality is linked to affective
teaching and effective teaching in many respects.
By the same token, the effective teacher inspires students through interacting
with them in groups, in whole class presentation, and providing them feedback. These
interactions allow for the activation of the human emotions and learning centers including
the amygdala and hippocampus (Damasion, 2003; Hansen & Stephenson, 2000).
Brain Research
Issues on teaching and learning associated with emotionality and brain research
have focused on areas which include: hippocampus, amygdala, short-term memory,
remembering, and attention, positive and negative emotions. Brain research has been the
foundation of understanding the connections of emotions to learning, attention, and
memory. Neuroscientists have demonstrated that emotions are tied to cognition and
learning (Damasio, 2003). The amygdala is the center of emotion processing in the brain
and has been known to be highly active when individuals use the senses of seeing,
feeling, and touching in any given environment (McGaugh, Cahill, & Roozendaal, 1996).
Human attention and memory are driven by contrasting levels of emotional intensity,
which leads to emotion laden information being preferentially processed by the area of
the brain carrying out cognitive tasks (Damasio, 2003).
Kandwisher (2001) has demonstrated that humans and their emotions are attracted
to faces and are highly attentive to presence of human faces when scoping the
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environment. Damasio (1994) claims that the humans and their emotions have evolved
very sensitive detectors for recognizing and capturing emotional states among humans.
Humans have two distinct and specific areas in the brain that can detect and discern a
genuine, emotionally evoked smile from a forced smile. Emotional smiles are perceived
and controlled in the limbic system in which hippocampus resides. Dolan and colleagues
(1992) demonstrated that forced smiles are controlled by the parietal lobe of the brain that
controls muscle movements and are not a part of the limbic system. Damasio (2003)
showed that any learning situations which are framed in a positive and negative
emotional state and processed in the frontal lobe of the brain as a feeling have a greater
potential to be stored in long-term memory in cortical neurons of the brain (Hansen &
Stephenson, 2000).
Seldin (1999) showed that student evaluations of the teacher at the end of the
semester correlated significantly and strongly with student evaluation given three minutes
after instructor enters the classroom. The implication was that emotionally, students
assess the teacher’s investment in their educational endeavors. Silverman and Casazza
(2000) and Sylwester (1995) note that learning is an intensely cognitive and emotional
experience centered in the frontal cortex but focused by the limbic system, which is the
site that controls emotion.
The teacher’s emotionality is linked to inspiration which is triggered in the brain
and expressed in instructional environments as students and teachers interact. Damasio
(2003) notes that through human evolutionary history, teachers have facilitated learning,
thus, promoting the continued survival of the human species with respect to acquisition of
knowledge and transferring it to the next generation. There are areas in the hippocampus
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of the brain that have evolved to route emotionally laden experiences directly to the
frontal lobe cortex where higher order thinking and planning takes place. This neuro
pathway means also that placing newly acquired information into a context that makes
sense to the learner facilitates connections between materials being learned, previous
experiences, and understanding of the similar concepts, resulting in the re-articulation of
the material. Thus, the student is constructing his or her own knowledge based on
interactions with a group of learners and an empathetic teacher, allowing his or her newly
acquired concepts a greater chance to be remembered.
It is evident that brain research scholars and neuroscientists have demonstrated
that a connection exists between student emotions and teacher emotions in the learning
and instructional environment. Human faces can indicate whether emotions are being
exchanged between teacher and students. Through emotions students derive learning and
emotional experiences that are shared with the teacher and peers in the classroom.
Emotional experiences help distinguish between positive and negative learning
experiences (Hansen & Stephenson, 2000).
Emotionality is linked to learning and attention in instructional environments.
Learning, attention, and memory produce a conglomeration of emotional and cognitive
manifestations. Learning and attention are linked to the thalamus of the brain (Fischbach,
1992; Silverman & Casazza, 2000). Learning occurs when one pays attention to materials
which are processed and controlled by the thalamus, a nucleus deep within the human
brain. The thalamus filters sensory information such as sound, tactile, and visual input
when one pays attention to the subject at hand. The thalamus triggers our attention to
focus primarily and automatically within narrow ranges containing high contrast or

25

emotional intensity (Crick, 1995). The implication is that attention is highly controlled by
the emotional sensitivities of people’s brain.
Learning and memory have their emotional base in the brain, specifically in the
hippocampus, the table of our brain. Learning involves physical changes in the brain and
strengthening of neuronal networks. Neuronal networks are chains of neurons carrying
related information and firing at the same time. The coordinated firing of neurons
processing the same information is crucial to learning (Hebb, 1949; Malenka, 2003;
Malenka & Bear, 2004). The implication is that learning under the control of emotions
driven by neurons leads to acquisition of new knowledge and development of new skills.
Learning requires the presence of intact memory and emotional intensities
triggered in the brain. The existence of short-term memory and long-term memory is
controlled by the hypocampus of the brain. Long-term, however, a result from
transcription of genes and protein synthesis to create new synapses or strengthen those
existing between the involved neurons. A dialogue is established between genes and the
synapse to stimulate emotions and learning (Kandel, 2001). The role of emotions here is
to provide the intensity required to generate neuronal networks that trigger neuronal
firing to stimulate learning.
Planning
The affective teacher attempts to plan instruction under the guidelines of state
standards that are pivotal to accountability for teaching, assessment of learning, and the
entire teaching process. Planning is the affective metacognitive strategy that facilitates
the delivery of instruction. Through planning, the affective teacher creates a learning
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environment conducive to students’ ability to focus on the learning tasks during delivery
of instruction.
Planning is linked to affective teaching and effective teaching. Planning is a tool
the affective teacher uses and plays a major role in today’s infusion of technology in the
classroom. Teacher efficacy is the tool for delivery of instruction and instructional
leadership (Cunningham & Cordeiro, 2006). One study which investigated how novice
teachers and experienced teachers approached technology and integrated it into the
classroom and the degree of planning instruction while integrating the technology.
Findings showed that novice teachers had more experience with the advancement of
technology and were infusing technology in the classroom with ease compared to the
more experienced and older teachers. Four recommendations were made to help older
and experienced teachers who were behind in the use of technology in the classroom.
First, teachers must know how to plan for technology by assessing the capabilities and
features that support instruction. Second, concerns of teachers about the technology must
be addressed immediately. Third, capabilities about how to use technology among
teachers must be understood in an attempt to address discrepancies manifested by some
of the teachers as they interact with the technology. Fourth, a teacher mentoring program
must be created which helps teachers to form collaborative partnerships in the use of
technology in the classroom (Cox, 2013).
The Cox (2013) study has implications for affective teachers. In the classroom,
the affective teacher uses technology to promote instructional delivery and motivate
students to learn and achieve learning goals and objectives. The affective teacher and
effective teacher propels instruction in a positive direction while promoting student
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progress, supported with technology enhancements, which subsequently increases
student learning and student achievement (Keller & Suzuki, 1988). The affective teacher
addresses students concerns about technology by using anchoring strategies such
demonstrations, modeling and direct instruction to promote student learning in the
technology-based teaching environment. Lastly, the affective teacher and effective
teacher forms student collaborative teams through cooperative learning to allow students
to gain control of their classrooms and use self-regulated strategies to master learning
material and realize achievement (Bandura, 2002; Brophy, 2004; Cox, 2013).
Planning is a reflective tool for the affective teacher and supports the affective
teacher in selecting instructional events to promote learning (Bandura, 2002; Brophy,
2004). One study observed pre-service teachers’ approach to instruction in the classroom
in an attempt to understand how teachers develop reflective thinking. The study found
that reflective thinking develops among teachers when the teacher uses reflective
thinking by integrating theory with the practices that are taking place in the classroom
(Hrevnack, 2011). The implication of reflective thinking to the affective teacher goes
beyond integrating theory with classroom best practices. Reflective thinking calls for
using self-regulating strategies, metacognitive strategies, orchestrating planning to design
a strategic approach to instruction; and promoting learning and progress among students
as they acquire and develop knowledge. Metacognitive strategies and reflective thinking
are powerful learning strategies that effective teachers impart to students in the classroom
to promote learning, growth rate, and patterns of growth, while at the same time
increasing student achievement (Banduara, 2002; Pressley, 2002; Snowman & Biehler,
2006).
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Planning is vital force in decision making for the affective teacher. For teacher
efficacy, participation in decision making affecting the school provides an arena for fine
tuning learning and teaching (Cunningham & Cordeiro, 2006). One study gives the name
and year investigated the role of action research in the classroom undertaken by affective
teachers in attempt to understand how action research related to planning. The study
found that planning allows the affective teacher to observe events in the classroom and
reflect on their meaning for instruction and how students extract knowledge from
instructional materials. The affective teacher can revise action research strategies to
determine a point to revise planning and improve instruction and learning among
students. During the reflective phase, the affective teacher can collaborate with other
teachers to discuss the implication of the action research, which can also lead to
development and implementation of new strategies to improve instruction, facilitate
learning among students and enhance student achievement (Young, Rapp, & Murphy,
2010).
The implication of this study to planning is that an active affective teacher and
effective teacher is constantly observing events in the classroom and planning instruction
based on the findings of the research. The teacher takes proactive steps to reshape the
events in the classroom, and document them, and use them to plan and restructure
instruction. This type of behavior by the affective teacher, manifested as action research,
helps the teacher to use self-regulated and metacognitive strategies to plan instruction and
promote learning, growth, growth patterns, and to stimulate student achievement in the
classroom. Teacher self-efficacy translated to supporting student achievement by
advancing learning and increasing students’ opportunities for realizing and experiencing
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student achievement in the classroom (Bandura, 1997; Flavell, 1987; Snowman &
Biehler, 2006).
One study was conducted during the period 1980-1991 to examine the extent to
which teachers are involved with decision-making in the school systems. Very limited
information was found to claim an intensive involvement of teachers with decisionmaking in the school system. (Rice, 1994). However, the implication of this study, even
though not conclusive, demonstrates that participation in decision making at a school is
vital for the affective teachers and the school system with respect to innovation and
allowing the school system to engage in school reforms that benefit the teachers and
students. This study also implies that the affective teacher and effective teacher who are
continually self-reflecting on the teaching process must be engaged in decision-making
processes that improve instruction and permit students to realize progress, growth, and
achievement in the instructional environment. Because teachers are the first source of
contact with the students in the classroom environment, the affective teacher encourages
students to make decisions that fine tune instruction paves the way for restructuring
instructional events that are beneficial to the students and shape events in the classroom
to promote student learning and achievement.
Planning is a supporting tool to decision-making processes that teachers make in
school environments (Bandura, 1997; Brophy, 2004; Snowman & Biehler, 2006).
Planning is a powerful tool for utilization in conflicts and deriving solutions during the
process of conflict resolution undertaken in the classroom. Planning enhances the number
of meaningful strategies to be applied in resolving conflicts in the classroom. Further,
planning is an instructional leadership tool that promotes discovery of other useful tools
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that can be integrated into the conflict resolution process in the classroom to resolve
students’ conflicts that arise unexpectedly at any given moment in the instructional
process (Cunningham & Cordeiro, 2006; Daft & Lane, 2011; Green, 2010). One study
found that cognitive determinants of interpretation of conflict include the following:
relationship opposed to task, emotional opposed to intellectual, and compromise opposed
to win. The study suggested suitable approaches to deal with these determinants of
conflict which include the following: the parties’ ability to promote active listening,
applying the power of persuasion, conducting force-field analysis, applying the six
thinking hats, and making a compromise (Newhouse, 1993).
The implication of conflict resolution to the affective teacher is that he or she is
constantly confronted with learners who may have conflicts, and the conflicts must be
resolved in the classroom. Depending on the nature of the conflict, the affective teacher is
actively involved in settling conflicts among learners. The adoption of conflict resolution
strategies depends on the preference of the teacher. The affective teacher and effective
teacher fine tunes the classroom and attempts to resolve conflicts among students which
interrupt the learning time. The teacher attempts to make a classroom a conducive
learning and teaching environment (Bandura, 2002; Brophy, 2004; Snowman & Biehler,
2006).
Planning is a tool that stimulates awareness among affective teachers in the
ramifications of instruction and learning among students in the classroom. Affective
teachers plan instruction to meet the interests and needs of the learner, adhere to
standards of the school district, and structure effective strategies for assessing instruction
(Parker, 2012). It is evident that planning awareness is essential for classroom
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management, assessment and evaluation of learning, and improvement of instruction for
the affective teacher.
Commitment
The affective teacher fuses with students in intellectual, cognitive, affective, and
physical capacities to ensure that students can learn and attain student achievement.
Through commitment to promote the needs of students, the affective teacher is able to
transmit messages that empower students to sustain in the learning tasks so that they can
experience progress, growth, and student achievement in the classroom.
Commitment is linked to affective teaching and effective teaching. The affective
teacher displays commitment to the school with respect to utilizing personality qualities
in a matter that transcends self needs, and the teacher is dedicated to promote the
enhancement and procurement of the needs of learners in the classroom. The teacher’s
personality traits tend to enhance teacher efficacy, while commitment to the classroom
influences involvement with the teaching. The implication is that the affective teacher’s
commitment is translated in terms of teacher efficacy, teacher involvement with
classroom, and the teacher’s personality traits ensure that students learn, grow, progress,
and display growth patterns essential to support student achievement (Chi, Yeh, &
Choum, 2013). Raju (1994) asserts that the personality of the affective teacher in the
classroom, the affective teacher’s perception of the teaching profession, the choices the
affective teacher makes about promoting the multi-dimension functions of classroom
learning, the teacher’s experiences of satisfaction with the teaching in the classroom, and
the affective teacher’s conceived importance of the teaching profession are critical in
determining the affective teacher’s commitment to the teaching in the classroom.
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Nahid (2012) contends that a relationship exists between affective teaching and
emotional intelligence, which has a spillover effect of stimulating a positive connection
between the affective teacher’s job satisfaction and organizational commitment in the
school systems. The implication is that the affective teacher utilizes his or emotional
intelligence to galvanize resources to support the continuity of experiencing job
satisfaction while respecting the needs of students in the classroom. Furthermore, the
affective teacher is a major contributor to reduction of teacher attrition in any major
school system. The affective teacher uses the power of emotional intelligence and job
satisfaction to stimulate positive changes in the school system and classroom that
promote the sustainability of teacher retention (Brophy, 1996; Darling-Hammond, 2010).
A relationship exists between goal communication and mobility in educating students.
The affective teacher sets goals that support commitment to teaching in the classroom,
which are driven by factors which include the following: goal communication, support of
goal by school system, content of the goal, goal appropriateness, the appropriateness of
the formal processes for the goal, goal reinforcement, and goal dissemination to explain
and clarify the formal and informal processes associated with the mission of the goal. A
goal reinforces an affective teacher’s attempt to promote student learning and
achievement by providing students with resources needed to accomplish classroom tasks
intended for acquisition of knowledge and representation of knowledge (Brophy & Good
1970; Muciiri, 2007). The implication of commitment to the goal of teaching students
and seeing them achieve is advanced by support and appropriateness of the goal. The
affective teacher sets goals that advance classroom interests and promote the school
system’s vision for the mobility and productivity of the classroom (Brophy, 2004).
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There is a positive relationship between affective teacher and effective teacher
commitment to the classroom in a school and the school system. It is evident that the
school system’s politics influences the affective teacher negatively because of lack of
empowerment and job satisfaction. However, it is also evident that when a dialogue is
established between the affective teacher and the school system’s officials, and the
affective teacher uses teaching experience to adapt to the school system; one can observe
a positive relationship developing that is based on trust, which subsequently builds a
relationship that is meaningful and effective (Chan, Lau, Nie, & Lim, 2008). The
implication to affective teacher commitment is that school systems that provide teachers
with a conducive workplace environment and allow teachers to become committed to
their system’s mission and vision, which promotes learning and achievement among the
students in the school system. It is at this juncture that teacher efficacy plays a vital role
in making a commitment to the school system’s environment (Bandura, 2002; Brophy,
2004).
It has been established by educators and researchers that commitment, trust, and
teamwork are associated in stimulating student learning, growth, progress and
achievement. On the job, the affective teacher is a member of a team of teachers that
exhibit trust in the organization to lead the organization into productivity and profitability
(Park & Henkin, 2005). It can be confirmed that the teamwork the affective teacher has
with other teachers spill over into the classroom where the affective teacher initiates
teamwork among his or her students to stimulate trust. The resulting trust builds positive
relationships among members of the student teams and influences the affective teacher to
manage student teamwork. Hence, commitment is a powerful tool that helps the affective
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teacher to build and manage student teams in the classroom. Student teams encourage
learning, progress, growth, development, and power student achievement among students
in the classroom (Bennett, 2003; Snowman & Biehler, 2006). One study found that a
group of African American students in the fifth grade working in teams to read a
prescribed text in reading lesson recalled more information about the text than did their
counterparts who worked individually or in pairs. The findings demonstrate the power of
teamwork among students that is orchestrated by the affective teacher in the classroom in
an attempt to help students learn, progress, and grow in the instructional environment. It
is also evident that the affective teachers uses teamwork as a tool for stimulating learning
and student achievement in the classroom (Bennett, 2003; Dill & Boykin, 2000; Nieta,
2004).
One study found that committed teachers make the connection to the school
system when the school system is supportive of their performance and integrates effective
strategies to sustain the commitment to the system. Also, the study found that teacher
tenure and teacher perceptions of their investment in the school system were driven by
the school system’s continuance of supporting teachers (Karakus & Aslan, 2009). One
can infer from this study that affective teachers are driven by commitment to student
learning and achievement when school system shows support of their performance as
well as recognizes their dedication to students as they learn, grow and progress with the
instructional environment (Brophy, 2005; Snowman & Biehler, 2006).
One study evaluated variables that stimulate teacher retention among elementary,
middle, and high school teachers. The study found that social support and administrative
support were crucial to teacher retention within the school districts (Sass, 2011). The
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implication of this study to affective teacher is embedded in the degree to which the
affective teacher receives support from colleagues, administrators, and the student body
in the school system. This further means that the affective teacher does create learning
and teaching environment in which students receive support from their peers and
instructional leadership support from their affective teacher in the classroom. It is
important to note that the absence of support for student learning, and failure of effective
teachers to spearhead instructional activities causes students to become disgruntled and
unwilling to learn and to experience student achievement in the classroom (Brophy &
Good, 1970). The affective teacher tends to propel instructional events that stimulate
student achievement when the students receive support from the teacher and peers,
especially during cooperative learning. Also, students who are guided by the affective
teacher acquire self-regulated skills by interacting with the teacher and peers (Bandura,
2002; Bandura, 1997; Snowman & Biehler, 2006).
Competence
In the literature, there is an acknowledgement that competent teachers possess
unique qualities that make them competent. Among the most celebrated competencies an
affective and effective teacher must possess include: honesty, hope, perseverance,
judgment, humility, integrity, and mindful communication. Affective teachers and
effective teachers attempt to bring to the classroom competencies that empower their
students.
Affective teachers and effective teachers exercise honesty in the classroom. They
seek to be trusted by their students and live their lives in a genuine and authentic way.
They are down to earth and without pretense. They are real people. During instructional
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delivery, they present student information relevant to their growth and development
extracted from different subject matter. This is their attempt to pass on values of culture
to the next generation. Honesty is at the top of their lists of strengths. In the context of
leadership, affective teachers and effective teachers, as well as their students, appreciate
honesty.
An organization, such as a school in order to sustain survival, should support
teachers in a school environment that is dynamic, uncertain, complex and turbulent. The
success of students during their educational journey lies in the hands of the support that
affective teachers and effective teachers provide their students (Bolman & Deal, 2003;
Daft & Lane, 2011).
Affective teachers and effective teachers utilize hope to expect the best in the
future, and they work to achieve it. They believe that the future is something that they can
control as they mold their students to perform in classrooms where they can derive
knowledge and skills. These teachers are convinced that hope is giving students
encouragement and faith in learning of materials presented in the classroom. Affective
teachers and effective teachers lead by encouraging students to be themselves in an
attempt to provide them confidence and interest to learn, grow, develop, and become
productive citizens in the communities in which they live (Bandura, 1997; Cunningham,
& Cordeiro, 2006; Maslow, 1954).
Affective teachers and effective teachers relish perseverance and work hard to
finish what they start. No matter the project or challenge, they get it completed in timely
fashion. They do not get distracted when they work and take satisfaction in completing
tasks they are assigned in the classroom. As instructional leaders, affective teachers and
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effective teachers understand followership and appreciate followers because it takes
being a follower before one can lead. These teachers lead by valuing perseverance
because it allows them to get the job done in supporting student learning, achievement
and success (Green, 2010).
Affective teachers and effective teachers use quality judgment, an important
personality trait, to think things through and examine them from all sides. They do not
jump to conclusions, and they rely only on solid evidence to make their decisions. They
are able to change their minds. Affective teachers and effective teachers are convinced
judgment is an inherent character which drives a leader to find himself. In that
environment where they make decisions, they strive to take the path of both resistance
and no resistance to find a balance. They are flexible leaders who use judgment as a tool
to make effective and efficient decisions that benefit the students and the school as an
organization. They employ the talents of students to be incorporated into the the decisionmaking processes that increase efficiency and effectiveness in the school. As a leader,
they believe in egalitarianism, a democratic environment where decisions are made by
inviting the voices of students in the decision-making processes (Brophy, 2004).
Affective and effective teachers do not seek the spotlight, preferring to let their
accomplishments speak for themselves. They do not regard themselves as special.
Students and others recognize and value their modesty. They are good role models to
their students. By modeling, these teachers show their work rather than speaking about
it. Educators have recognized that humble teachers lead through spiritual leadership,
which is propelled by humility. The teachers’ interests focus on working hard and
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allowing accomplishment to demonstrate their hard work (Green, 2013; Green et al.
2009).
Stability
The affective and effective teacher is manifested by coaching, networking,
collaborating and cross cultural leadership capabilities. Stability paves the way for
teacher professionalism, which is evidenced by paying attention to changes of students’
learning attitudes and growth progress, and providing remediation to struggling and
failing students to allow them to stay in school, collaborating with parents to ensure that
the needs of students are met, and showing consistency in appreciating teaching (Parkay,
& Stanford, 2010).
Coaching, Collaborating, and Networking
Stability is sustaining the teaching and learning environment to achieve the
intended educational goals and objectives (Bandura, 1997). Coaching, networking, and
collaborating are the affective teacher and effective teacher’s weapons for promoting
student growth, development, achievement, and success in the learning and teaching
environment. They are the tools for sustaining stability.
Allen and Hartman (2008) examined perspectives of practitioners concerning
coaching and found that networking, action, and services defined a coach. Green (2010)
notes that coaching is a professional relationship between the coach and the coachee
based on trust, respect, and recognizing the humanity and dignity of humans. Mirvis
(2008) notes that a coach uses consciousness-raising experiences, through networking, to
gain a deeper understanding of others and helps to connect for their mutual benefits.
Cunningham and Cordeiro (2006) assert that a coach is a teacher who networks with
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students to sustain their consciousness-raising power in order to appreciate learning
which promotes growth, development, and productivity. It is evident that coaching
sustains the stability of relationships.
Coaching develops into collaboration. Sheri-Lynn and Singh (2007) found that
coach and coachee are connected by collaborative partnership. The coach uses learning
system, evaluation system, and rewards to sustain the connection. Daft and Lane (2011)
note that collaboration plays a vital role in bring people together and fosters
understanding and respect. Teachers in school systems that reward students contribute to
collaboration, which increases the growth, development, and productivity of learners.
Daft and Lane (2011) claim that through collaboration, a teacher creates learning
systems that help students to gain knowledge and skills.
Networking represents the most powerful navigating tool in the classroom for
affective teaching and effective teaching. The teacher networks through the concept
“Mindfulness.” In navigating the classroom, affective teacher and effective teacher uses
the model “DIE” to interact with students from different cultural backgrounds. In the
model DIE, the letter D represents the word “Describe.” The letter I represents the word
“Interpret.” The letter E represents the word “Evaluate.” The affective teacher and
effective teacher use these traits to create a conducive learning environment in which the
students experience learning, growth and development. Through mindfulness, the
affective teacher describes scenes in the classroom, interprets scenes and events in the
classroom, and finally makes evaluations that promote effective learning and teaching.
The model DIE was advocated by Lane, Maznevski, DiStefano, and Dietz (2009).

40

Mindfulness is discussed in the realms of the model D-I-E as described by Lane et
al. (2009). On perspective of the concept “Describe,” Lane et al. (2009) argue that the
affective teacher and effective teacher are human beings who have the natural tendency
to describe what they see, feel, touch, smell, and taste according to the five senses in the
classroom, but senses can be misleading. As leaders, teachers must explore different
cultures through education, travel and personal interaction with students from different
cultures. They argue that one should realize that culture dictates the norms of every
country on the globe. Friedman (2007) notes that leaders like teachers must be careful in
describing cultures by avoiding judgments about other cultures to ensure that one can
communicate effectively.
On the concept “Interpret,” Lane et al. (2009) argue that teachers are human
beings have the natural tendency to interpret what they see, feel, touch, smell, and taste
according to the five senses. Senses can be misleading. As leaders, teachers must
interpret events with care and must exercise their will by carefully examining what they
see, touch, feel, and smell as they interact with students and other people to avoid
misconstruing events and getting the wrong information. Friedman (2007) asserts that
building a network of people, like students, requires taking steps of caution, such as
interpreting information with respect for culture as an attempt to build partnership with
students. Daft and Lane (2011) claim that prudent managers, like teachers, visionary
leaders like teachers, and positive coaches, like teachers, take time to interpret cultures of
the world from which their students are drawn. They must gather information and seek
help from people of different cultures to gain meaning of that particular culture is norms
and make interpretations that are representative of that culture.
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On the perspective of the concept “Evaluate,” Lane et al. (2009) argue that
diligent leaders, like teachers, respect and value other cultures because networking is
based on understanding cultures of the world and people who value those cultures.
Students represent a population of culture that values their respective cultures. Daft and
Lane (2011) note that a visionary leader, like teachers, takes time to evaluate the cultures
of the world and values students bring to the classroom. Affective teachers and effective
teachers must gather information from different cultural sources to develop new
knowledge and skills for communication with students in the classroom. As instructional
leaders, affective teachers and effective teachers can take a trip to a foreign country and
make observations of how people behave and formulate their perceptions about life. They
can bring their experiences to the classroom to promote understanding among students
from diverse cultural backgrounds. Friedman (2007) notes that reading, traveling, direct
observation, questioning, answering questions, and guiding people are powerful
communication strategies to polish one’s communication and fine tune communication
and understanding. The affective teacher and effective teacher can engage in reading or
travel to increase his or her understanding of cultures and appreciate the students they
work with in building harmony and cohesiveness in the classroom.
Daft and Lane (2011) note that collaboration plays a vital role in bringing people
together and fosters understanding and respect. Friedman (2007) notes collaboration is
the vehicle that promotes understanding among people of different cultures. According to
Friedman, the world is flat, and organizations like schools will have to make
collaborative changes structurally and systemically in an attempt to realize growth,
development, and productivity of students in education environments that are dynamic,
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complex, uncertain, and turbulent. The role of the affective teacher and effective teacher
is to ensure that students are achieving the process of learning, growing, developing, and
realizing the benefits of education. Through networking, the teachers can gain
information to help students succeed in school and realize growth, development, and
productivity.
Heiftz, Grashow, and Linsky (2009) advocate adaptive leadership spearheaded by
collaboration. They suggest that leaders, such as the affective teacher and effective
teacher, must formulate adaptive strategies to bring students to the understanding that
education is their tool to increase knowledge and skills for survival in an environment
that is demanding. Adaptive leadership restructures and deconstructs students’ behaviors,
attitudes, beliefs, and perceptions to allow them to adapt effectively to the learning and
teaching environment where they realize growth, development, and productivity.
Collaboration with students will allow the teacher to formulate meaningful strategies to
promote understanding, which will lead to student growth and development in their
environment and help students realize achievement and success.
Cawsey, Deszca, and Ingols (2012) contend that successful collaboration leads to
positive changes that empower students. Affective teachers and effective teachers must
work together to increase collaboration and realize growth, development, productivity,
and success among students. Heiftz et al. (2009) contend that adaptive leadership is
essential for allowing the affective teacher and effective teacher the opportunity to form
collaborative partnerships with students, which results in stimulating learning, growth
and development among students.
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Situational Leadership Connection
The affective teacher and effective teacher are aware that students have individual
differences. Their knowledge, skills, and readiness to learn vary depending on their
abilities. With the realization that differences exist among students, the affective teacher
and effective teacher is calculating and deliberate in performing duties in the classroom
when it comes to leading students so that they can experience learning and attain
achievement.
Affective teachers lead students by focusing on the characteristics they bring to
the classroom. Students have different levels of readiness as they enter the classroom.
Educators have found that some students have low task readiness. They are unable to
carry out classroom activities that demand thinking, responding, and giving personal
ideas. These students experience lack of initiative because they either have not been
exposed to new material or they have no ability or prior knowledge to carry out given
tasks in the classroom. These students must be led by a different leadership approach.
Generally students lacking readiness to conduct a task are lead through directions from
teachers. This type of leadership is leading though telling and requires the affective
teacher to show concern, genuineness, and empathy. Through empathy, the student with
low readiness realizes that the teacher is concerned and is working for the personal
interest of the student. Leading through telling is situational leadership the affective
teacher values because it mobilizes the resources of the student with low readiness to
begin to work and accomplish tasks in the classroom. Hence, situational leadership is the
affective teacher’s power for propelling student to success and accomplishing classroom
tasks that subsequently lead to student success (Brophy, 2004; Daft & Lane, 2011).
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Some learners exhibit a moderate readiness level, and the affective teacher
generally provides them with explanations of tasks to be done in the classroom and tells
students to ask about the task or activities that are to be conducted in the classroom. In
turn, the students are allowed to make their own decisions about how to approach the
activities and accomplish them. The selling style of leading students requires stimulating
discipline among students to enable them to accomplish the tasks of classroom activities.
In some cases the affective teacher participates in the activities students are involved with
in the classroom. This style of leading students is known as participating style of
leadership, where the affective teacher works with students with high readiness. These
students demonstrate high level of independence and require little supervision. Working
with these students, the affective teacher continues to show listening, awareness, and
empathy as leadership values that touch these students and enable them to work and to
promote student achievement. These students with high readiness appear to uses
metacognitive strategies and self-regulated strategies very readily, which boosts their
self-esteem and increases their confidence to learn. Furthermore, these students are
generally very open to working with the teacher. The affective teacher as a leader often
shares ideas with them, encourages them to participate in all activities, and facilitates the
students’ abilities to make decisions about their learning in the classroom (Bandura,
2001; Maslow, 1954; Snowman & Biehler, 2006).
The affective teacher uses delegating style leadership to work with these students.
The affective teacher provides little direction or support because the responsibility for
decisions and their implementation is turned over to students. This scenario allows the
students to realize the demands of learning, which they tackle and accomplish with great
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success. These students, by taking on the classroom responsibilities and accomplishing
them, arrive at point where they experience student progress, student growth, increased
growth rate, and student achievement (Hersey & Blanchard, 1982).
Servant Leadership Connection
As servant leader, the affective teacher puts personal interests last in an attempt to
serve the needs of students, such as helping students grow and develop and providing
opportunities for the students to experience material and emotional growth. In the
classroom, the affective teacher relentlessly works with students to provide for their
learning needs and to promote students’ opportunities to learn, make choices and
experience achievement in the classroom (Bandura, 2001; Glasser, 1998; Green, 2013).
In the school system, the affective teacher’s priority as a classroom instructional
leader is to serve students and stakeholders. The affective teacher believes that the
purpose of his or her existence is to serve, and leadership flows out of the act of service
to students because it enables them to grow and become all they are capable of being,
especially ensuring that they realize achievement in the classroom (Cunningham &
Cordeiro, 2006; Daft & Lane, 2011). As a leader, the affective teacher puts service to
students and community before self-interest and listens first to affirm students’ opinions,
ideas, or perceptions. The affective teacher inspires students by giving them hope, which
generates trust and trustworthiness and builds relationships. The affective teacher
nurtures students to help them become whole. For the affective teacher, the desire to help
students and their parents takes precedence over the desire to achieve a formal leadership
position or to attain power and control over students (Cunningham & Cordeiro, 2006;
Friedman, 2007). One of the affective teacher’s gifts to students as a servant leader is
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listening, fully understanding the problems they face, and affirming his or her confidence
in students (Daft & Lane, 2011; Orem, Binkert, and Clancey, 2007).
The affective teacher builds trust with students by doing what he or she says he or
she will do, being honest with students, giving up control, and focusing on the well being
of students. In the classroom, the affective teacher shares information, good and bad with
students, and makes decisions to further the good of students rather than his or own
interests. Affective teacher leaders gain the trust of students because they give everything
away, including power, control, rewards, information, and recognition. As servant leader,
the affective teacher cares about students’ spirits as well as their minds and bodies and
believes in the unique potential of each student to have a positive impact on his or her life
in the community. The affective teacher works to help students find power of the human
spirit and accept their responsibilities, which is further achieved by being a resonant
leader in the classroom (Green, 2013).
It is evident that the affective teacher is a servant leader in the classroom. This
leadership requires motivation to stimulate student learning, student progress, and student
achievement among students.
Social System Leadership Connection
The affective teacher is a master of the social environment. The affective teacher
understands that leading students and stakeholders in the established school-community
collaborative partnership requires communication and networking as essential to social
system leadership (Cunningham & Cordeiro, 2006; Daft & Lane, 2011; Friedman, 2008;
Green, 2010).
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The affective teacher understands that school and community form an
interrelationship which dignifies a whole. The whole constitutes students, parents, and
other stakeholders in the community that function interdependently to enable the school
to function as a whole. For the affective teacher, to lead the whole means taking into
account the needs, desires, and values of the whole for the purpose of educating children
and seeing them grow, develop, and become productive citizens of the community. In the
social system theory, the affective teacher, views the school system as a whole where
teachers, students, and other stakeholders interact and relate to one another to promote
the mission and vision of school. The affective teacher is capable of discerning that the
school system must interact with both its external and internal factors, such as people and
environment in an attempt to accomplish the needs of learners on their journeys to
student achievement, which is manifested as growth, development, and productivity (Daft
& Lane, 2011; Green, 2010).
The affective teacher is aware that social systems, such as the school system, have
their foundations embedded in the whole, parts of the whole, and the relationship among
parts. The affective teacher understands that he or she must work with and collaborate
with teachers, students, staff, parents, and others stakeholders. The affective teacher
derives his or her strengths in working effectively with teachers, students, and parents,
who are part and parcel of the school system. The affective teacher must influence the
power base is of the school system and bring compromise to the table where deliberations
and consensus create a meaningful agenda for making decisions that affect student
learning and achievement. The affective teacher is an advocate of students in the social
system. The affective teacher is at the forefront of debate that influences school reform
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and restructuring to enable students to experience meaningful values during their tenure
of schooling, such as learning progress, growth, and student achievement (Cunningham
& Cordeiro, 2006; Glasser, 1998; Green, 2010).
It is evident that the affective teacher is aware that forming collaborative
partnership with power bases within the school system provides empowerment to lead
students effectively and efficiently in our contemporary time (Green, 2010; Hersey &
Blachard, 1982). It is evident that social system theory has links with planning and the
affective teacher. When one considers the interrelationships that are formed among parts
of the whole school system, it is undisputable that the affective teacher plays a vital role
of coordinating these interrelationships in the school system. The partnerships developed
in a school system are heightened by the collaborative leadership that the affective
teacher brings to the school environment to promote learning and achievement among
students.
Path-Goal Leadership Connection
The path-goal theory holds that an environment is created where a contingency
approach to leadership is created by the affective teacher as an instructional leader. The
affective teacher’s responsibility is to increase students’ commitment to learning and to
help students generate motivation to attain personal and learning goals, especially making
students realize the effort they have invested in the learning process. Students experience
achievement through application of self-regulated learning strategies and metacognitive
strategies (Bandura, 1998; Flavell, 1987). The affective teacher increases the student’s
path to the rewards that are available and increases the rewards that the student values
and desires. The affective teacher clarifies the path students must follow and works with
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them to adapt behaviors that will lead them to learn and experience achievement in the
instructional environment. The affective teacher discusses with students the rewards that
are important to their learning needs. Students are provided with an array of rewards from
which they can choose and pursue during instruction. The main focus of the affective
teacher is to ensure that whatever the students opt to accomplish, they must do so by
increasing their learning efforts in an attempt to attain student achievement in the
instructional environment (Kern & Clemens, 2007; Snowman & Biehler, 2006).
During instruction, the affective teacher clarifies the roles of students with
emphasis on accomplishing given learning tasks in an attempt to increase knowledge and
confidence. By allowing students to generate motivation to learn, the affective teacher
helps students to learn effectively and efficiently in the learning and teaching
environment (Bandura, 2002; Cunningham & Cordeiro, 2006).
It is evident that during instruction and in the classroom, the affective teacher
performs a number of roles that permit students to accomplish their goals and arrive at
the realization that learning and achievement are intertwined. By performing the given
tasks, a student experiences progress and achievement. Again, during instruction
delivery, an affective teacher leads the classroom by supporting the students acquiring
their needs for learning and student achievement. This type of leadership exhibited by the
affective teacher is supportive leadership that goes beyond a student just completing a
task. In this instance, therefore, the affective teacher actually actively works with the
students to help them accomplish their instructional and learning goals (Brophy, 2004;
House, 1971).
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There are incidents in the classroom where the teacher has to direct students to
perform and achieve instructional goals. This type of directive leadership enables the
student to appreciate the sincerity and truthfulness of the affective teacher. Trust has been
viewed as a tool for building relationships in the classroom. The affective teacher actively
participates in helping students accomplish instructional tasks and learning goals and
build confidence as they attain their learning goals. This type of participative leadership
undertaken by the affective teacher in the classroom is greatly appreciated by students
who, at the end of instruction, realize accomplishment of their learning goals as
demonstrated by student achievement. When instruction is challenging to students, the
affective teacher encourages students to work hard and accomplish their learning goals.
The affective teacher provides the students all the classroom resources needed to realize
achievement. The affective teacher makes sure that the student gets the support, direction,
and participation he or she needs to achieve. This type of achievement-oriented
leadership exhibited by the affective teacher in the classroom helps students to gain
motivation and confidence to learn and experience student achievement (Bandura, 2001;
Bass, 1985; Cunningham & Cordeiro, 2006; Daft & Lane, 2010; Green, 2010; House,
1971).
It is evident that the path-goal leadership derived from the leadership based on
path-goal theory forms a great link with the “Commitment” an affective teacher exhibits
in the classroom.
Path-goal leadership capitalizes on the students’ capabilities to promote learning.
The effective teacher stimulates the student to set goals that must be achieved in the
instructional environment. This behavior requires establishing strong bonds between
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teacher and students to allow for development of trust, which is essential to accomplish
goals and develop commitment to the learning task. In the TVAAS environment, a
teacher is supposed to generate motivation among students to allow them to stay focused
on the learning task.
To commit to the learning task, a student must be motivated and allowed to see
expectations to accomplish learning. Once a student has established a learning curve in
the instructional environment, the effective teacher attempts to galvanize the student’s
resources to ensure that learning can take place. By achieving personal goals, a student
demonstrates one requirement of the TVAAS model. This requirement is exhibiting
student progress. This means that the effective teacher attempts to empower the students
by helping them to make commitment to achieve the goals set (Brophy, 1987; DarlingHammond, 2010).
Cultural Leadership Capabilities
School systems have learners who come from different cultural backgrounds
which make up the domestic and global stages or scenes for learning and teaching. The
five leadership goals that affective and effective teachers must possess to interact with
students whose backgrounds are diverse. Among the five celebrated qualities include the
following: humility, and empathy, integrity, cosmopolitanism, mindful communication,
and creating and building trust. As instructional leaders, affective teachers and effective
teachers set goals to increase learning and improve student progress in teaching and
learning environments. To interact with students, the affective teacher must set goals
which empower them to be successful in the classroom.
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Goal 1: Exhibit humility and empathy. This goal will be accomplished by
practicing humility and empathy as affective teacher and effective teacher works with
students from other countries which constitute a domestic and global stage or scene. This
area, which includes humility and empathy, has been identified as one of the teacher’
greatest strengths. Friedman (2007) notes that on the global and domestic scenes, leaders
who exhibit humility will survive the dynamic, complex, uncertain, and turbulent
environment. Cunningham and Cordeiro (2006) note that teachers who embrace diversity
among students survive the complex, uncertain, and turbulent learning environment in
which students learn differently.
Daft and Lane (2011) argue leaders show others empathy. People from other
cultures are drawn to a leader who understands their feelings. Human beings have unique
tendencies of feeling and appreciating someone who understands others and works with
humility and demonstrates empathy. Cunningham and Cordeiro (2006) allude to the
importance of teachers recognizing students from different cultural environments to
ensure that instruction and learning are perceived in a friendly manner that draws
students to realize achievement and success. Brophy (2004) claim that an empathetic
leader is humble and empathetic. He or she does not regard himself or herself as special,
and others recognize and value his or her modesty. Green (2010) notes that teachers lead
in an ecosystem with the intent of promoting cohesiveness in the classroom. This requires
recognizing the individual needs of the student through an empathetic approach to
instruction and management of instructional events.
Lane et al. (2009) contend that cross-cultural leadership recognizes modesty as an
important factor as one navigates the different cultures on the global scene. Cunningham
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and Cordeiro (2006) contend that modesty is virtue that teachers carry to the classroom to
empower students as they learn and experience growth and development. Green (2013)
claim that in the realm of cultural intelligence, humility in corroboration with empathy
are two of the best and versatile weapons that a leader navigates the cultures of the world
to build and manage relationships. Cunningham and Cordeiro (2006) argue that cultural
intelligence is the weapon a teacher carries to ensure effective and efficient
communication is established with the learners. As the teacher navigates the needs of
each student in the classroom, it is essential that the teacher focus attention on exercising
humility and empathy to promote harmony and cohesiveness in the classroom.
Utilizing empathy, the affective teacher and effective teacher works on
interacting with students from different nationalities of the global and domestic stages
and shows them his or her humility and empathy. These teachers navigate the cultures of
the world as a resonant leader using humility and empathy. These teachers strongly
believe that by practicing humility and empathy, they will work effectively with students
of different cultures. At the school system level, these teachers continue to practice
humility and empathy (Daft & Lane, 2011). Further, these researchers recommend that
teachers be familiar with the Hofstede’s (2001) “Cultural Dimensions Survey” which
introduces cultures of the world and teaches strategies for approaching people from
different cultures on the global and domestic environments.
Goal 2: Use mindful communication. This goal will be accomplished by being
mindful in communicating with students from different cultures and representing the
domestic and global environment in which they perform to promote educational success.
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The affective teacher and effective teacher use mindful communication to build
relationships with students from a variety of backgrounds in classroom settings.
Hofstede’s (2001) “Cultural Dimensions Mapping Survey” provides one example
as an approach affective and effective teachers adopt as they interact with students from a
continent, such as Africa. According to Hofstede, Africans come from individualistic
cultures with hierarchy as the dominant interactive mood, and uncertainty avoidance is
prevalent as well. Communication between teacher and student must be laid back and not
done aggressively. In communicating with an African student, the teacher attempts to
begin a conversation with less assertiveness to ensure that the student is feeling
welcomed. Because in African societies there is great threat from uncertainty, the teacher
attempts to communicate in his or her conservation with an African by being soft, less
aggressive, and providing more cues of welcoming the student. This communication
behavior is an attempt to welcome the student and establish a mood conducive for
communication. Friedman (2007) corroborates Hofstede’s approach to students from
global and domestic environments. Friedman states that as instructional leaders, the
affective teacher and effective teacher must navigate the flat world by knowing the
cultures of the people, especially their students and attempt to communicate with
awareness, respect and acceptance the cultural values of students from global and
domestic environments.
Green et al. (2009) note that as instructional leaders, the affective teacher and
effective teacher must communicate verbally and nonverbal messages that are respectful
and consider the culture of the students they interact with and teach. Affective teachers
and effective teachers must continue to communicate being mindful of the cultural values
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of their students. Thomas and Inkson (2009) note that cultural intelligence constitutes
being mindful of communicating in a manner that respects world cultures. The affective
teacher and effective teacher as an instructional leader must possess a cultural
intelligence to allow them to adopt meaningful communication with students who come
from different parts of the world. Teachers will survive teaching students on the world
stage only if they respect the cultures of the students they dearly love to teach.
Goal 3: Engage in cosmopolitanism. This goal will be accomplished by
mindfully recognizing and reflecting on the importance of putting aside prejudices of the
affective teacher and effective teacher about the cultures of others.
The affective teacher and effective teacher are determined to respect the cultures
of others without prejudice by communication values of others and their own. During
collaborative partnership sessions, the affective teacher and effective teacher attempts to
understand students and is open to their ideas. Affective teachers and effective teachers
create an egalitarian environment where the voices of every student will be heard. As
they roam the classroom, they are on a leadership mission where they respect the cultures
of the people. Thomas and Inkson (2009) contend that cultural intelligence is the ability
to put away one’s prejudice and open the paths for engaging in collaboration. For the
affective teacher and effective teacher, collaboration must be characterized by respect of
cultures of different students while recognizing that the cultures must at some point
coincide to stimulate trust and rapport, which builds and manages relationships in the
classroom.
Lane et al. (2009) claim that a leader who leads with a global mindset respects
the cultures of the individual countries. The affective teacher and effective teacher must
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be aware that schools must destroy prejudices to form networks that are collaborative in
nature and provide students an egalitarian learning environment. The affective teacher
and effective teacher is free of local, provincial, and national ideas that are prejudicial in
nature as an attempt to share meaningful communication with a constituent of students in
the school settings. Hansen (2009) argues that openness is the link that allows affective
teachers and effective teachers to lead and communicate effectively with students from
different world cultures. Their leadership is supported by forming collaborative
partnerships with students.
Goal 4: Engage in inquisitiveness. This goal will be accomplished when
affective teachers and effective teachers are engaged in consistently being inquisitive
about learning varied cultures of students in the classroom, during meetings and
workshops, reading the literature, and keeping journals of notes about world cultures.
Affective teachers and effective teachers make resolutions to learn about cultures of the
world by directly asking students questions related to their cultures. Affective teachers
and effective teachers prepare a journal in which they store all the information about
world cultures. During their free time away from work, they study the notes and read
more about the cultures of the world. By engaging in conversation with students on the
job, and asking students and other people questions about the cultures in the lands they
travel to, affective and effective teachers build knowledge about cultures. They
respectfully ask questions about the cultures. Often they travel to conference meetings
and workshops. During these meetings and workshops, they meet many internationals.
They plan to be very inquisitive about their cultures and ask questions. They study the
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cultures intensively through asking questions, keeping journals, traveling to meetings and
workshops, and personal reading of literature.
Lane et al. (2009) argue that leaders must show inquisitiveness about cultures of
other people and learn from others. This enlightenment only occurs by asking questions.
Hansen (2009) notes that collaboration requires understanding cultures to formula
discussion platform where deliberations can occur through virtual collaboration or faceto-face collaboration. Marzano (2012) assert that inquisitiveness is the pillar of
collaboration. Through inquisitiveness, the affective teacher and effective teacher learn
about cultures of the world virtually or face-to-face, thereby addressing questions about
culture and education agendas with understanding and respect for cultures.
Thomas and Inkson (2009) claim that cultural intelligence requires gaining
knowledge through asking questions respectfully without stimulating feelings of
intimidation, and allowing the other party to feel free to answer questions. As the
affective teacher and effective teacher embarks on achieving the goal of engaging in
inquisitiveness, he or she will ensure that he or she takes responsibility for acquiring
materials and other resources that will enhance learning about cultures of different worlds
through inquisitiveness. Inquisitiveness is the teacher’s tool for forming collaborative
partnerships with students in an attempt to improve classroom relationships that promote
effective learning and efficient instructional practices.
Goal 5: Engage in creating and building trust. This goal will be accomplished
when the affective teachers and effective teachers are stimulating honesty, hope, and
inspiration in relationships that they build with students of different cultures who are in
school. They use trust to stimulate believability among students of different cultures
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because believability is key to building and managing relationship. They use trust to
stimulate rapport for building and managing relationship among students from different
cultures. They use inspiration to give students of different cultures hope because hope
sustains relationships. The behavior of affective teachers and effective teachers as leaders
is one of respecting students of different cultures from whom they also learn about their
cultures.
Hofstede (2001) notes that a leader who leads people from different cultures,
especially from Asia, Europe, Africa, and South America experiences different
perspectives about cultures. According to Hofstede, the cultures on these continents vary.
Some cultures are collective, individualistic, and hierarchical. Others are uncertainty
threatened and masculine. For example, Greeks are threatened by uncertainties and are
very emotional people. Affective teachers and effective teachers, to lead and win the trust
of a Greek student, must attempt to be honest, humble, and reassuring of the student.
Lane et al. (2009) claim that elements of trust differ from culture to culture. A
leader must be open to different cultures to gain acceptance. Cunningham and Cordeiro
(2006) contend that the affective teacher and effective teacher must win the trust of the
students by understanding and respecting their respective cultures. Thomas and Inkson
(2009) assert that trust builds and manages relationships and requires building rapport
with the people of different cultures. The affective teacher and effective teacher must
strongly feel that they can be trusted by students. They must build relationships with
students by focusing on demonstrating practices of openness, social awareness, respect,
compassion and empathy.
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The Existing Relationship between Affective Teaching and Effective Teaching
The existing relationship between affective teaching and effective teaching is
linked to four variables including: (a) Attention, (b) Relevance, (c) Confidence, and (d)
Satisfaction. A number of educational researchers, theorists, and educational practitioners
have contributed to making the case for the link between affective teaching and effective
teaching in the ramifications of the variables cited as attention, relevance, confidence,
and satisfaction.
Attention. The nature of attention is connected with the brain. According to
brain researchers, attention allows learners to focus on incoming information. As the
information enters the perceptual receptors, it is traverses the sensory registers and enters
into the short term memory. Information that is interesting and grab the attention of the
receiver, in this case the learning, is retained in short term memory (Atkinson & Shiffrin,
1968; Damasio, 1994).
To attend to the incoming information, a teacher provides the learner the
environment and resources to promote entry of information and retain of the information
into the brain. The affective teacher uses motivation to get the learner interested in
learning. This is done by presenting the learner information that stimulates perceptual
arousal. Through perceptual arousal the learner’s brain receives the information and
processes it in short term memory for later retrieval. The effective teacher presents the
learner resources that trigger the learner’s attention by ensuring that resources contain
features that grab the learner’s attention. When the presented resources fosters the
attention of the learner, the learner attends to the information and begins to learn because
it stimulates motivation through the sense of vision, which encourages sensory registers
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to receive the information as interesting pieces of constructs in the brain. The information
is stored in short term memory for later retrieval (Brush & Saye, 2001; Damasio, 1994;
Dolan, Fletcher).
During instructional delivery, the affective teacher and effective teacher forms
collaborative partnership with the students. This partnership stimulates trust. The effect
of trust on the students is inspiration, which is an emotional attachment to instruction.
Emotions are triggered in the brain’s amydala, which stimulates attention to instruction
among students, leading them to learn given materials in the classroom (Fischbach, 1992;
Kandel, 2001; McGaugh, & Cahill, & Roozendaal, 1996).
It is evident that the motivation in regards to teaching belongs to the domains of
both affective teaching and effective teaching. Affective teachers and effective teachers
relish these domains by fostering learning among students using resources, materials and
classroom practices that create conducive learning environments where motivation
thrives and stimulates students’ interest to learn (Bandura, 1997; Brophy & Good, 1970;
Keller & Suzuki, 1988).
Motivation, therefore, is key to linking the affective teaching and effective
teaching practices which are promoted by the affective teacher and effective teacher in
classroom settings. It is evident also that attention is related to motivation because
students learn within the frames of perceptual arousal, inquiry arousal, and variability of
learning materials in the instructional environment. They generate motivation to engage
in learning.
Relevance. The relevance of instruction in the classroom is revealed through
familiarity. When students are familiar with the learning material, it tends to grab their
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attention and stimulate learning. When students are familiar with learning material, it
tends to grab their interest because they want to learn more about the material which they
believe is within their surroundings. They become curious, and the curiosity stimulates
interest to learn. The familiarity of information with students creates a condition that
triggers curiosity and attention. The generation of interest to learn about the material
among students is linked to motivation (Jaemin, Kim, & Lee, 2008).
The importance, therefore, of fitting relevance into motivation and instruction is
supported by classroom practices of affective teachers and effective teachers. The
affective teacher practices in the classroom include goal orientation. Instruction is set
where the student can visually see the specification of learning objects, know about
present values, and see future values are for learning. In this case, goal orientation is a
motivational factor because the students set their goals to achieve something beneficial to
their education (Brophy & Good, 1987; Jaemin et al. 2008).
The affective teacher crafts instruction by providing the student content and
examples that tap into resources within their familiarity and allow them to relate them to
their previous experiences. The teacher acts as a positive role model who inspires them to
achieve their goals in learning and develop new knowledge and acquire new skills. The
students are able to make some choices which empower them as learners. Motive
matching, therefore, is a motivational tool that allows students to derive motivation from
instruction presented by the affective teacher (Huett et al. 2008; Keller & Suzuki, 1988).
The effective teacher is a master at presenting material that motivates students
using familiarity. The effective teacher uses concrete examples in the classroom to allow
students make sense of learning. This practice generates motivation among students so
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that they can acquire new knowledge and develop new skills in the learning environment.
The effective teacher utilizes concrete examples to enable students to relate instructional
materials to their daily experiences. This practice allows students to develop motivation
to learn with depth and meaning (Huett et al. 2008; Song & Keller, 2001; Visser &
Keller, 1990). It is evident; therefore, that familiarity is related to motivation because
students learn in a familiar environment. They generate motivation to engage in learning.
Confidence. The generation of confidence to learn among students is within the
domain of motivation. The connection of affective teaching and effective teaching is
embedded in providing students with confidence to learn in the instructional
environment. Confidence has the power of empowering students to learn through
motivation. To this effect, the affective teacher provides students learning requirements
in where the criteria for successful learning and performance is well presented to allow
students to gain confidence processing material in the instructional environment (Jaemin
et al. 2008; Keller & Suzuki, 1988). The effective teacher creates opportunities for the
student to experience success by providing the students resources and materials that are
conducive to learning. The students are provided attainable challenges that satisfy their
needs to allow them to continue learning with confidence. Students are provided
successful practice opportunities to enable them to succeed in learning, growth, and
developing into productive individuals.
The affective teacher and effective teacher provides students personal control of
the instructional environment, which gives them confidence to learn with efficiency and
effectiveness. Through personal control, the teacher and students orchestrate the pace of
instruction. The teacher provides student’s opportunities to decide what amount of
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instructional content can be delivered at a given time of instructional delivery. The
exercise of control of the instructional environment empowers the student and provides
opportunities to build confidence (Keller & Suzuki, 1988; Song & Keller, 2001; Visser
& Keller, 1990). It is evident; therefore, that confidence is related to motivation because
students learn with confidence in instructional environments that provide those resources,
materials, and guidance to succeed. They generate motivation to engage in learning.
Satisfaction. The importance of satisfaction for learning among students is
realized in the natural consequences, positive consequences, and equity. These factors
stimulate motivation to learn and empower learners. The affective teacher ensures that
students experience the natural consequences of learning in the instructional
environment. This is done by providing the student the opportunities to use newly
developed knowledge and acquired skills in the real world (Cheng & Yeh, 2009; Keller
& Suzuki, 1988; Song & Keller, 2001).
The effective teacher ensures that students experience positive consequences in
the instructional environment. The teacher provides student feedback to sustain a desired
behavior. The teacher provides the student positive reinforcement to sustain unexpected
rewards. The affective teacher and effective teacher formulate equity in the classroom to
ensure that students realize the satisfaction for learning. The affective teacher ensures that
constant standards of learning are maintained in the classroom. This allows students to
accomplish the standards and realize learning consequences for learning, growth, and
development. The effective teacher attempts to be consistent by maintaining consistent
consequences for learning accomplishments (Cheng & Yeh, 2009; Keller & Suzuki,
1988). It is evident; therefore, that satisfaction is related to motivation because students
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learn by experiencing natural consequences as they apply learned knowledge and skills to
perform functions that are related to learning. Students have used feedback to promote
the confirmation that learning is possible where effort and feedback are connected to
student learning.
It can be concluded that affective teachers and effective teachers rely on the
power of motivation to increase learning among students. Affective teachers and effective
teachers motivate students by grabbing their attention during instructional delivery.
Affective teachers and effective teachers motivate students by increasing relevance in the
instructional environment to allow students to relate learning to the real world and
simulated learning environments. Affective teachers and effective teachers motivate
students by building confidence among students. Students are provided learning
requirements that increase success and personal control of the learning process. Affective
teachers and effective teachers motivate students by providing them satisfaction for
learning. Students use natural consequences to apply their newly acquired knowledge and
skills in the real world.
Effective Teaching Models
In the literature, several models of effective teaching have been suggested. For the
purpose of this study, the effective teaching models of interest are ones that depict
motivation, social cognitive learning, and emotionality.
Emotionality and Inspiration Brain Connection Model. This model has been
proposed by brain researchers. According to emotionality and inspiration brain
connection theory, the sole propellers of learning are the brain centers which include the
amygdala, and hippocampus. The amygdala is the center of emotions. The hippocampus
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is the center of learning, which is propelled by short-term memory and long-term
memory. The role of effective teacher is to increase stimulation of emotions to allow
students to learn in the teaching environment.
The effective teacher activates the students’ emotions to prepare them to learn and
attend to instruction by providing them inspiration. Through inspiration, students gain
motivation to learn. The amygdala, as a center of emotions, works in coordination with
hippocampus, which is the center for learning and short-term memory and long-term
memory processing. By attending to information in learning and teaching environments,
the effective teacher promotes learning through emotions and inspiration (Damasio,
1994).
Social Cognitive Model. The second model of effective teaching is derived from
the TVAAS, which is based on the “Social Cognitive” theory proposed by Bandura
(2002). According to this theory, the effective teacher is a model from whom learners
observe behaviors, attitudes, beliefs, and perceptions. Students imitate the teachers’
behaviors to benefit their own growth and development. When the teachers’ behaviors,
attitudes, and perceptions are of interest to the students, the students accept them and use
them to their advantages to increase learning and development. The behavior of the
teacher is exhibited through empathy, which allows the teacher to provide students
feedback on their learning tasks. Through feedback, students reorient their learning goals,
which allow them to make progress and improve their learning. By teaching with an
interactive mode where all students are included in the learning activities, the effective
teacher allows students to learn through observation and imitation.
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The TVAAS model contends that learning, growth and development is tied to
student progress, growth, and growth over time. The role of the teacher is to increase
learning, provide feedback, and allow the student gain control of the learning
environment which increase learning. Progress, feedback, growth rate, and progress over
time are variables that TVAAS advocates to measure student progress in learning and
demonstrate achievement and school success (Bandura, 2002; Sanders & Horn, 1996).
Motivation and Personality Model. The third model of effective teaching is
derived from “Motivation and Personality” which has been proposed by Maslow (1954).
According to Maslow, effective teaching is grounded in creating an environment where
the needs of the learner are met. These needs are found in the six hierarchical levels
postulated by Maslow and among them are self-esteem and self-actualization. The
effective teacher measures student progress by giving feedback, which provides a
learning environment of opportunities for the student to grow. The growth can sustain
motivation, which supports the development of positive self-esteem. Self-esteem has
been associated with learning, growth, and development (Bandura, 2002; Brophy &
Good, 1987; Maslow, 1954).
This approach stimulates the development of trust between the teacher and the
students. Students who trust their teachers learn with energy and develop new strategies
to learn effectively in the classroom. They develop confidence to learn because they feel
that the teacher is being instrumental in motivating them to learn. The effective teacher
puts the interests of students first in delivering instruction. This allows for the
development of bonds. The effective teacher interacts with students by giving them
respect and recognizing that they have mutual interests to work together to achieve the
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goal of using education as a tool to promote growth and development (Bandura, 1997;
Darling-Hammond, 2000).
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Chapter 3
Research Methodology
The proposed study examined the relationship between affective teaching and
teacher effectiveness in rural teachers in Tennessee. The first instrument was the
Affective Teaching Survey which measured teacher effectiveness in the classroom
(Appendix 1). The affective teacher’s effectiveness was measured by six instruments
featured in the survey, which included: motivation, emotionality, planning, commitment,
competence and stability. The affective teacher and effective teacher are connected by
motivation. Elements of the survey that relate to motivation were vigilantly watched to
explore which constructs related to affective teaching and effective teaching. These
surveys assess affective teacher effectiveness to be able to compare with the effectiveness
measures assessed by the TVAAS instrument administered by the state of Tennessee to
all rural teachers. The focus was to explore the relationship of rural affective teachers
and effectiveness in Tennessee as an attempt to understand their connection with student
achievement and the role the teacher plays to promote that connection. The study utilized
a descriptive research design where survey questionnaires were employed to extract data
from participating teachers who were subjects for the study.
Research Questions
1. How affective are rural school teachers in Tennessee?
2. How effective are rural school teachers in Tennessee?
3. Is there a relationship between affective teachers and teacher effectiveness?
4. What is the relationship between affective teachers and teacher effectiveness as it
relates to gender, years experience, grade level, and school configuration?
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Research Design
This study used a descriptive research design supported by survey questionnaires
in an attempt to identify factors influencing affective teaching, which were embedded in
emotionality, motivation, planning, commitment, competence, and stability. These factors
were associated with student growth and student achievement (Brophy, 2004;
Cunningham & Cordeiro, 2006). The study was conducted in rural schools among
teachers in the State of Tennessee and consisted of one phase. Phase one was a
quantitative self-administered questionnaire survey intended to provide an overall
statistical picture of affective teaching, which were influenced by emotionality,
motivation, planning, commitment, competence, and stability.
The study presented several advantages of using a descriptive research design.
First, the investigator utilized the questionnaires to ask questions of subjects in the
sample. Second, the investigator amassed a considerable amount of data in a relatively
short time. Third, the investigator estimated the sampling error. Fourth, the surveys were
relatively inexpensive and useful in describing the characteristics of a large population.
Fifth, the surveys were administered from remote locations. Sixth, the surveys made it
feasible for the investigator to use very large samples to ensure that the results were
statistically significant, even when analyzing multiple variables. Seventh, surveys
allowed the investigator to ask many questions about given topics, which gives the
investigator a considerable flexibility to the analysis of the data. Eighth, high reliability
was obtained using surveys, especially by presenting all subjects with a standardized
stimulus. Ninth, surveys presented a great opportunity for eliminating observer
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subjectivity (Goodwin & Goodwin, 1996; Gravetter & Wallnau, 2008; Mertler &
Vannatta, 2010).
Population and Participants
The study was conducted in rural school districts in West Tennessee after
receiving approval from the University of Memphis IRB (Appendix 2). Prior to
participation, teachers signed an informed consent form and were told that only
volunteers can participate in the study. Teacher volunteers were teachers who are
currently teaching in the classroom. Teachers who did not teach did not participate in the
study. Permission to work with teacher volunteers were sought from the school
superintendent of the school district/system who were given noticed through a written
letter of the researcher’s intent to conduct a study in their buildings using teacher
volunteers. The letter provided the details of the requirements for teacher volunteers to
participate in the study. Permission was also sought from the principal of the school to
ensure that the teachers had available time in the building to participate.
A sample of 259 teacher volunteers participated in the study. The rationale for
working with a large sample size of 259 teacher volunteers was that survey research
enabled the investigator to amass considerable data relatively quickly. The survey
research was used in the early understanding of a phenomenon, thereby establishing a
knowledge base from which other forms of research can be conducted. The phenomenon
of “affective teacher” being investigated in the present study is not well understood in the
literature. The use of the survey research method aided the investigator in establishing an
early understanding of the phenomenon of the “affective teacher.” The knowledge filled
the existing gap in the literature regarding affective teachers (Creswell, 2009).
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Instrumentation
The instrument was developed in theory and through observation of teachers as
instructional leaders. Tennessee requires teacher accountability. The local board of
education requires accountability and teacher competence with attachment and
commitment to student learning, growth, and development. The TVAAS model stresses
the importance of teachers focusing on student progress, growth rate, and progress
overtime (Sanders & Horn, 1998). All teacher effectiveness ratings (Levels 1 to 5) were
obtained by voluntary disclosure from each individual teacher surveyed. The survey
items were developed by considering account theories associated with affective teaching
and effective teaching. Some of these theories include: classical condition theory, social
cognitive theory, motivation and personality, and emotionality and brain research
(Bandura, 2002; Maslow, 1954; Sanders & Horn, 1998).
Motivation, emotionality, commitment, planning, competence, and stability
surveys were utilized. The surveys were Likert-like scales ranked on 1-4 interval gauging
teacher responses related to affective teaching (see Appendices 1-7). Format I Rating
Scale is based on items responding to degree of agreement featuring; Strongly Disagree
(SD) = 1, Disagree (D) = 2, Agree (A) = 3, and Strongly Agree (SA) = 4. Format II
Rating Scale is based on items responding to degree of importance featuring: Somewhat
Important(SI) = 1, Important (I) = 2, Very Important (I) = 3, Extremely Important (A) =
4.
The variables of teacher effect levels linked with TVAAS were incorporated in all
the surveys and constituted concepts that were required for the evaluation of teachers in
Tennessee. Participants were asked to check a number from each item presented in
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questionnaire that best represents their feelings and cognitive styles about affective
teaching. The items of the surveys are attached in the appendices of this report.
Data Collection
All data was collected using surveys. Principals in the selected schools were
notified of the study. Permission to work with the teachers was sought from the principals
through written communication and telephone conversation. The teachers were told that
participation was voluntary and that completing the survey was not mandatory. Prior to
data collection, teachers and principals were alerted to the need to cooperate and allow
the survey to be completed. The teachers completed the surveys in their own classrooms
or during their free time.
The data was collected using the surveys questionnaires designed and validated
by the experts in the field of school leadership and curriculum and instruction. Teachers
were handed the survey by their principals in the classrooms. The principals delivered by
hand or mail the surveys to the investigator.
Data Analysis
All numerical data was analyzed using the SPSS environment. For the purpose of
this study, the statistics of interest included: descriptives, correlations, and multiple
regression analysis. The goals for selecting these statistics were mixed. The first goal was
to determine the magnitude of interactions among the variables using descriptive
statistics. The data provided the investigator the degree of interactions among variables
of the affective teacher which included: emotionality, motivation, planning, commitment,
competence, and stability. The second goal was to determine relationships among
variables of affective teaching using correlational statistics. The data provided the
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investigator the degree of relationships formed among variables of affective teachers
featuring emotionality, motivation, planning, commitment, competence, and stability.
The third goal determined predicting variables of affective teachers using multiple
regression statistics. The data provided the investigator predicting values on the
dependant variable.
Validity
The affective teacher survey was developed by the investigator, using years of
experience as an educator with classroom observations. The validity was considered for
the survey questionnaire. The validity process was entailed employing a team of experts
as judges who were instructors and instructional leaders. They did not receive any
training in judging the validity of the survey. It is assumed these experts were
experienced professionals who were well versed with areas of concepts of affective
teaching and effective teaching. They conducted both face validity and content validity of
the supplied items on the questionnaires.
Summary
Chapter 3 provided the approach to the study. The introduction provided a
conceptual framework for conducting the study, and its link to research questions. The
setting and subjects were teachers. The data collected used surveys. Three statistics for
analyzing data included: descriptives, correlations, and regression analysis.
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Chapter 4
Results and Discussion
The purpose of this chapter was to address the four research questions of this study
through analysis and interpretation of data extracted from surveys used to collect the data
among participating teachers. The research questions posed by the study are listed as
follows:
1. How affective are rural school teachers in Tennessee?
2. How effective are rural school teachers in Tennessee?
3. Is there a relationship between affective teachers and teacher effectiveness?
4. What is the relationship between affective teachers and teacher effectiveness as
it relates to gender, years of experience, grade level, and school configuration?
These questions were addressed using statistics which included the following: regression
analysis, descriptives, and correlations.
Descriptive Statistics on Emotionality
Question 1: How affective are rural school teachers in Tennessee?
Descriptive statistics were used to address this question using teacher
effectiveness for the variable emotionality. Inspection of Table 1 shows columns 1 to 3:
variable, means, and standard deviation.
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Table 1
Means and Standard Deviation for Emotionality (N = 259)
________________________________________________________________________
Variable
M
SD
________________________________________________________________________
Concern

3.2548

.63240

Awareness

3.3475

.59950

Kindness

3.3591

.63979

Empathy

3.3591

.59587

Compassion

3.3591

.60234

Listening

3.3900

.60877

Genuineness

3.3591

.58933

Rapport

3.3320

.58880

Engagement

3.3707

.59850

Containment

3.1429

.71991

________________________________________________________________________
Note. The means and standard deviation are derived from emotionality survey.

Close inspection of Table 1 showed high means for variables featuring Listening
(M = 3.3900, SD = .60877), Engagement (M = 3.3707, SD = .59850), Genuineness (M =
3.3591, SD = .58933), Compassion (M = 3.3591, SD = .60234), Kindness (M = 3.3591,
SD = .63979), and Empathy (M = 3.3591, SD = .59587) manifested high means.
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Question 2: How effective are rural school teachers in Tennessee?
Descriptives were used to address this question using levels of teacher
effectiveness. Inspection of Table 2 shows columns 1 to 4: level of teacher effectiveness,
variable, means, and standard deviation.

Table 2
Means and Standard Deviation for Motivation of Effective Teachers (N = 170)
________________________________________________________________________
Level

Variable

M

SD

________________________________________________________________________
Level 3

Level 4

Level 5

Drive

3.2283

.47122

Passion Success

3.2065

.52494

Belief

3.2283

.555674

Passion Success

3.6111

.49441

Belief

3.5833

.55420

Passion Learn

3.5556

.55777

Fairness

3.5556

.50395

Drive

3.7381

.44500

Passion Success

3.7143

.50778

Passion Learn

3.69429

.57685

Belief

3.6905

.51741

________________________________________________________________________
Note. The means and standard deviation are derived from motivation survey.

Close inspection of Table 2 showed high means among variables featuring Drive
(M = 3.7381, SD = .44500), Passion Learn (M = 3.69429, SD = .57685), Passion Success
(M = 3.6111, SD = .49441), and Belief (M = 3.6905, SD = .51741).
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Question 3: Is there a relationship between affective teachers and teacher
effectiveness?
This research question was addressed using regression analysis by considering
data extracted from the Motivation Survey where the data are presented in Tables 1, 2,
and 3.
Motivation. Data extracted from the Motivation Survey were analyzed using
regression analysis and correlations in an attempt to explain the relationship between
affective teachers and teacher effectiveness among rural teachers in Tennessee. The
primary purpose of regression analysis is the development of an equation that can be
used for predicting values on some dependent variable (DV) for all members of a
population. The secondary purpose is to use regression analysis as a means of explaining
causal relationships among variables. The purpose of correlations is to determine
relationships among variables (Mertler & Vannatta, 2010).
Regression Analysis. Regression analysis was used to address question #3.
Tables, 3, 4, and 5, present three primary parts of the regression output: model summary
table, ANOVA summary table, and coefficients table. A review of tolerance statistics
presented in Table 5 indicates that all the independent variables (IVs) were tolerated in
the model. The model summary Table 3 and ANOVA summary Table 4 indicate that the
overall model of the nine IVs significantly predicted student belief to learn, R2 = .769,
Adjusted R2 = .759, F(9, 249) = 91.233, p <.001. However, a review of beta weights in
Table 5 specified that only four variables, student drive to learn β = .312, t(249) = 4.629,
p = .000; student passion to achieve success β = .304, t(249) = 5.944, p = .000; student
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passion to learn β =.370, t(249) = 6.884, p = .000; and student control to learn β = .135,
t(249) = 2.713, p = .000, significantly contributed to the model.

Table 3
Model Summary Predicting Awareness
________________________________________________________________________
Model
R
R Square
Adjusted
Standard Error
of Estimate
R Squared

1

.876

.769

.759

.30244

________________________________________________________________________
Note. Predictors: Drive, curiosity, goal-setting, fantasy, pass-success, passion-learn,
control, fairness, appreciation

Table 4
ANOVA Summary Table
_______________________________________________________________________
Model

Sum of
Squares

df

Mean
Square

F

Sig

1 Regression

75.108

9

8.345

91.233

.000

Residual

22.777

249

.091

Total

97.884

258

Note. Dependent Variable: Student belief to Learn
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Table 5
Coefficients
Model

Beta

t

Sig

Tolerance

VIF

Drive

.312

4.629

.000

.206

4.860

Curiosity

-.170

-2.297

.022

.171

5.844

Goal-Setting

.004

.087

.931

.360

2.777

Fantasy

.027

.597

.551

.466

2.807

Passion-Success

.304

5.944

.000

.356

2.807

Passion-Learn

.370

6.884

.000

.324

3.088

Control

.135

2.713

.007

.376

2.663

Fairness

-.086

-1.771

.078

.398

2.513

Appreciation

.112

2.566

.011

.494

2.024

Note. Predictors: Drive, curiosity, goal-setting, fantasy, pass-success, passion-learn,
control, fairness, appreciation

Findings from regression analysis are connected to affective teachers and teacher
effectiveness in many respects. Regression results indicated that the overall model
significantly predicted Student Belief to Learn, R2 = .769, Adjusted R2 = .759, F (9, 249)
= 91.233, p <.001. This model accounted for 76.9% of the variance in awareness.
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Correlations. Correlations were used to address question #3 which states, “Is
there a relationship between affective teachers and teacher effectiveness?” Table 6
presents the correlations that were performed on variables featuring drive, passionsuccess, passion-learn, and control. In reviewing Table 6, correlation for data revealed
that drive and passion-success were significantly related, r = + .709, n = 259, p < .001,
two tails. A correlation for data revealed that passion-learn and passion-success were
significantly related, r = .711, n = 259, p < .001, two tails. A correlation for data revealed
that passion-learn and control were significantly related, r = .689, n = 259, p < .001, two
tails.

Table 6
Correlation Matrix for Drive, Passion-success, Passion-learn, and Control
________________________________________________________________________
Drive
Passion-Success
Passion-Learn
Control
________________________________________________________________________
**

Drive

1

.709

Passion-Success

**

1

Passion-Learn

**

**

Control

**

**

.709
.680
.562

.586

**p < .01, two tails
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.680

**

.711

Note. N=259

**

**

.562

.711

**

1

**

.586
.689

**

.698

1

A correlation for data revealed that drive and passion-success were significantly
related, r = + .709, n = 259, p < .001, two tails. This finding indicates a very strong
relationship (r = .709) between the two variables featuring drive and passion-success.
A correlation for data revealed that passion-learn and passion-success were
significantly related, r = + .711, n = 259, p < .001, two tails. This finding indicates a
very strong relationship (r = .711) between the two variables featuring passion-learn and
passion-success.
A correlation for data revealed that passion-learn and control were significantly
related, r = + .689, n = 259, p < .001, two tails. This finding indicates a very strong
relationship (r = .689) between the two variables featuring passion-learn and control.
Question 3: Is there a relationship between affective teachers and teacher
effectiveness?
Emotionality. Data extracted from Emotionality Survey were analyzed using
regression analysis, and correlations in an attempt to explain the relationship between
affective teacher and teacher effectiveness among rural teacher in Tennessee. The
primary purpose of regression analysis is the development of an equation that can be
used for predicting values on some dependent variable (DV) for all members of a
population. The secondary purpose is to use regression analysis as a means of explaining
causal relationships among variables. The purpose of correlations is to determine
relationships among variables (Mertler & Vannatta, 2010).
This research question was addressed using regression analysis by considering
data extracted from the Emotionality Survey where the data are presented in Tables 4, 5,
and 6.
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Regression Analysis. Regression analysis was used to address question #3 which
state “Is there a relationship between affective teachers and teacher effectiveness?”
Tables 7 through 9 present the primary parts of regression output: model summary,
ANOVA summary table, and coefficients table. Review of tolerance statistics presented
in the coefficient table (see Table 9) indicated that all the IVs were tolerated in the model.
The model summary (see Table 7) and the ANOVA summary (see Table 8) indicated that
the overall mode of the nine IVs significantly predicted Awareness, R2 = .670, Adjusted
R = .658, F(9, 249) = 50.060, p < .001. However, a review of the beta weights in Table 6
specified that only four variables, concern β = .445; t(249) = 8.143, p < .001; kindness β
= .269; t(249) = 4.394, p < .001; compassion β = -.234; t(249) = -3.242, p < .001;
listening β = .249; t(249) = 3.537, p < .001, significantly contributed to the model. This
model accounted for 67.0% of the variance in awareness.

Table 7
Model Summary Predicting Awareness
________________________________________________________________________
Model
R
R Square
Adjusted
Standard Error
R Squared
of Estimate
1

.818

.670

.658

.35079

________________________________________________________________________
Note: Predictors: concern, kindness, empathy, compassion, listening, genuineness,
rapport, engagement, and containment
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Table 8
ANOVA Summary Table
Model

Sum of
Squares

Df

Mean
Square

F

Sig

1 Regression

62.086

9

6.898

50.060

.000

Residual

30.640

249

.123

Total

92.726

Note. Dependent Variable: Stimulating Learning through Awareness

Table 9
Coefficients for Variable Emotionality
Model

Beta

t

Sig

Tolerance

VIF

Concern

.442

8.143

.000

.450

2.221

Kindness

.269

4.394

.000

.355

2.817

Empathy

.087

1.374

.171

.327

3.054

Compassion

-.234

-3.242

.001

.254

3.932

Listening

.249

3.537

.000

.268

3.734

Genuineness

.034

-4.55

.649

.235

4.249

________________________________________________________________________
(Table continues)
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Model

Beta

t

Sig

Tolerance

VIF

Rapport

.100

1.403

.162

.263

3.808

Engagement

.058

.927

.355

.324

2.928

Containment

.020

.426

.670

.582

1.719

Note. Dependent variable: Stimulating Learning through awareness
Findings from regression analysis are connected to affective teacher and teacher
effectiveness in many respects. Regression results indicated that the overall model
significantly predicted Awareness, R2 = .670, Adjusted R = .658, F(9, 249) = 50.060, p <
.001. This model accounted for 67.0% of the variance in awareness. This finding has
implications for affective teacher and teacher effectiveness.
Correlations. Correlations were used to address question 3 which state “Is there
a relationship between affective teachers and teacher effectiveness?” Table 10 presents
the correlations that were performed on variables featuring concern, kindness,
compassion, and listening. In reviewing Table 10, correlation for data revealed that
listening and compassion were significantly related, r = + .801, n = 259, p < .001, two
tails. A correlation for data revealed that concern and kindness were significantly related,
r = .664, n = 259, p < .001, two tails.
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Table 10
Correlations Matrix for Concern, Kindness, Compassion and Listening
________________________________________________________________________
Concern

Kindness

Compassion

Listening

________________________________________________________________________
**

**

**

**

1

**

.640

**

Compassion

**

**

1

**

Listening

**

**

.801

1

Concern

1

Kindness

.664

.664

.624

.506

.624

.640
**

.565

.506

.565

.801

Note. n = 259
**p < .01, two tails.

Findings from analyzing correlations have shown to have implications for
affective teacher and teacher effectiveness in this study.
A correlation for data revealed that listening and compassion were significantly
related, r = + .801, n = 259, p < .001, two tails. This finding indicates a very strong
relationship (r = .801) between the two variables featuring listening and compassion.
Research Question 4a: What is the relationship between affective teachers and teacher
effectiveness as it relates to gender?
Emotionality. Data extracted from the Emotionality Survey were analyzed using
regression analysis and correlations in an attempt to explain the relationship between
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affective teachers and teacher effectiveness among rural teachers in Tennessee. The
primary purpose of regression analysis is the development of an equation that can be
used for predicting values on some dependent variable (DV) for all members of a
population. The secondary purpose is to use regression analysis as a means of explaining
causal relationships among variables. The purpose of correlations is to determine
relationships among variables (Mertler & Vannatta, 2010).
Regression statistics were used to address this question. Inspection of Table 11
shows columns 1 to 7: gender, R square, variance %, predictor, significance, tolerance,
and variance inflation factor (VIF). Column 1 shows gender featuring females and male
teachers.

Table 11
Regression Statistics on Gender: Female and Male Teachers
Gender

R Square

Variance%

Females

.756

75.6%

Predictor

Sig

Tolerance

VIF

.000

.224

4.471

Passion/Success.000

.326

3.072

Passion/Learn .000

.327

3.055

Control

.366

2.729

Drive

.001

________________________________________________________________________
(Table continues)
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Gender

R Square

Variance%

Males

.803

80.3%

Predictor

Sig

Tolerance

VIF

.009

.106

9.391

Passion/Success .004

.362

2.764

Passion/Learn .008

.198

5.057

Drive

Note. Dependent Variable: Student Belief to Learn.
These data indicated that male teachers have a preference to utilize only three
major motivational strategies featuring drive, passion/success, and passion/learn. For
these teachers, the implementation of these motivational strategies has 80.3% effect on
motivation in the classroom as evidenced regression analysis. The female teachers have a
preference to utilize only three major motivational strategies featuring drive,
passion/success, passion/learn, and control. For these teachers, the implementation of
these motivational strategies has 75.6% effect on motivation in the classroom as
evidenced regression analysis.
Question 4b: What is the relationship between affective teachers and teacher
effectiveness as it relates to years of experience?
Regression statistics were used to address this question. Inspection of Table 12
shows columns 1 to 7: gender, R square, variance %, predictor, significance (sig),
tolerance, and variance inflation factor (VIF). Column 1 shows years of experience
among teachers featuring periods: 0-5, 6-10, 11-15, 16-20, and 20+ Plus.
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Table 12
Regression Statistics on Years of Experience Summary Motivation
Years of
Experience

R Square

Variance%

0-5

.861

86.1%

6-10

.814

81.4%

Predictor

Sig

Tolerance VIF

Drive

.007

.156

6.412

Passion/Success

.007

.323

3.095

Passion/Learn

.002

.282

3.547

Appreciation

.001

.509

1.964

Drive

.002

.137

7.276

Passion/Success

.003

.370

2.703

Passion/Learn

.001

.284

3.527

11-15

.750

75.0%

Passion/Learn

.000

.147

6.801

16-20

.879

87.9%

Passion/Success

.002

.315

3.171

Passion/ Learn

.000

.313

3.193

Drive

.002

.187

5.341

20+ Plus

.877

87.7%

________________________________________________________________________
Note. Dependent Variable: Student Belief to Learn

These data indicate that teachers with 0 year of experience to 5 years of
experience have a preference to utilize four major motivational strategies featuring: drive
to learn, passion for learning, passion to achieve success, and appreciation. For these
teachers, the implementations of these motivational strategies have 81.6% effect on
motivation in the classroom as evidenced by regression analysis. These data indicate that
teachers with 6 year of experience to 10 years of experiences have a preference to utilize
three major motivational strategies featuring drive to learn, passion for learning, passion
to achieve success, in an attempt to motivate their students to learn and be productive in
the classroom. For these teachers, the implementations of these motivational strategies
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have 81.4% effects on motivation in the classroom as evidenced by regression analysis.
These data indicate that teachers with 11 years of experience to 15 years of experience
have a preference to utilize only one major motivational strategy featuring passion for
learning. For these teachers, the implementation of this motivational strategy has 75.0%
effect on motivation in the classroom as evidenced regression analysis.
These data indicate that teachers with 16 years of experience to 20 years of
experience have a preference to utilize only two major motivational strategies featuring
passion to learn and passion to achieve success. For these teachers, the implementation
of these motivational strategies has 87.9% effect on motivation in the classroom as
evidenced by regression analysis. These data indicate that teachers with 21 years of
experience or more have a preference to utilize only one major motivational strategy
featuring drive to learn. For these teachers, the implementation of this motivational
strategy has 87.7% effect on motivation in the classroom as evidenced by regression
analysis.
Question 4c: What is the relationship between affective teachers and teacher
effectiveness as it relates to gender and level?
Regression statistics were used to address this question. Inspection of Table 13
shows columns 1 to 7: gender, R square, variance %, predictor, significance (sig),
tolerance, and variance inflation factor (VIF). Column 1 shows gender levels of teachers
featuring levels 3, 4, and 5.
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Table 13
Regression Statistics on Gender and Teacher Effect Level
Gender

R Square

Variance%

Predictor

Sig

Tolerance VIF

Male Level 3 .689

68.9%

Appreciation

.010

.532

1.880

Male Level 4 .914

91.4%

Passion/Success

.004

.436

2.294

Male Level 5 1.000

100%

Fantasy

.000

.206

4.846

Fem Level 3 .691

69.1%

Passion/Learn

.001

.206

4.846

Control

.000

.368

2.716

Drive

.000

.113

8.813

Curiosity

.000

.134

7.454

Passion/Success

.000

.222

4.495

Fairness

.000

.117

8.540

Drive

.046

.356

2.810

Fem Level 4 .918

Fem Level 5 .900

91.8%

90%

Note. Dependent Variable: Student Belief to Learn

These data indicated that Male Level 3 teachers have a preference to utilize only
one major motivational strategy featuring Appreciation. For these teachers, the
implementation of this motivational strategy has 68.9% effect on motivation in the
classroom as evidenced by regression analysis. These data indicated that Male Level 4
teachers have a preference to utilize only one major motivational strategy featuring
Passion to Achieve Success. For these teachers, the implementation of this motivational
strategy has 91.4% effect on motivation in the classroom as evidenced regression
analysis. These data indicated that Male Level 5 teachers have a preference to utilize only
one major motivational strategy featuring Fantasy. For these teachers, the
implementation of this motivational strategy has 100% effect on motivation in the
classroom as evidenced by regression analysis. Fantasy to learn is a motivational strategy
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that allows students to create their imagination of conceptions and bring them to reality
by achieving learning. Through fantasy, the students cognition is driven to think and
imagine concepts, which subsequently translates into learning.
These data indicated that Female Level 3 teachers have a preference to utilize
only two major motivational strategies featuring Passion to Learn and Control. For these
teachers, the implementation of this motivational strategy has 69.1% effect on motivation
in the classroom as evidenced by regression analysis. These data indicated that Female
Level 4 teachers have a preference to utilize four major motivational strategies featuring
Drive, Curiosity, Passion/Success, and Fairness . For these teachers, the implementation
of these motivational strategies has 91.8% effect on motivation in the classroom as
evidenced regression analysis.
Question 4d: What is the relationship between affective teachers and teacher
effectiveness as it relates to school configuration?
Regression statistics were used to address this question. Inspection of Table 14
shows columns 1 to 7: gender, R square, variance %, predictor, significance (sig),
tolerance, and variance inflation factor (VIF). Column 1 shows grade levels of teachers
featuring grades elementary, middle, and high.
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Table 14
Regression Statistics on School Configuration Motivation Summary
Grade

R Square

Variance %

Predictor

Sig Tolerance VIF

Elementary

.732

73.2

Passion/Learn

.004

.241

4.148

Middle

.774

77.4

Control

.001

.298

3.463

High

.812

81.2

Passion/Success

.003

.241

4.158

Note. Dependent Variable: Student Belief to Learn.
These data indicated that elementary school teachers have a preference to utilize
only one major motivational strategy featuring passion to learn. For these teachers, the
implementation of this motivational strategy has 73.2% effect on motivation in the
classroom as evidenced by regression analysis.
These data indicate that middle school teachers have a preference to utilize only
one major motivational strategy featuring control. For these teachers, the implementation
of this motivational strategy has 77.4% effect on motivation in the classroom as
evidenced by regression analysis.
These data indicate high school teachers have a preference to utilize only one
major motivational strategy featuring Passion for Success. For these teachers, the
implementation of this motivational strategy has 81.2% effect on motivation in the
classroom as evidenced regression analysis.
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Chapter 5
Discussion, Recommendations, and Conclusion
Question 1: How affective are rural school teachers in Tennessee?
The significance of this research question is supported by the generation of high
teacher stimuli represented by Listening (M = 3.3900, SD = .60877), Engagement (M =
3.3707, SD = .59850), Genuineness (M = 3.3591, SD = .58933), Compassion (M =
3.3591, SD = .60234), Kindness (M = 3.3591, SD = .63979), and Empathy (M = 3.3591,
SD = .59587). These high teacher stimuli constitute the amalgamation of emotional
strategies that characterizes a teacher as an affective teacher and effective teacher in the
classroom. Brain research has indicated that listening, genuineness, compassion, and
empathy are the keys tools for stimulating inspiration to learn among teacher. Therefore,
it is important for teachers to possess these tools if they are going to be affective teachers
who demonstrate effectiveness in the classroom (Damasio, 2005).
The implication of these emotional strategies featuring listening, engagement,
genuineness, compassion, kindness, and empathy is that teachers carry their emotionality
to increase learning among students, thereby promoting affective teaching and effective
teaching as they experience growth, develop, and educational success of their students
(Green et al. 2009).
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Question 2: How effective are rural school teachers in Tennessee?
The significance of this research question is supported by the generation of high
teacher stimuli represented by Drive (M = 3.7381, SD = .44500), Passion Learn (M =
3.69429, SD = .57685), Passion Success (M = 3.6111, SD = .49441), Belief (M = 3.6905,
SD = .51741). These high teacher stimuli constitute the bridge of motivation strategies
that characterizes how effective a teacher is in the classroom in stimulating learning
among students. It is important that teachers motivate students to learn to increase their
energy to attend to instruction.
The implication of these motivational strategies (drive to learn, passion learn,
passion success, and belief is that the teachers apply these strategies to move instruction
forward and promote and stimulate learning. Passion for success is an internal motivation
that a teacher uses to promote effective instruction in the classroom. The passion to
achieve success belongs to the teacher’s territory and is one that increases motivation in
the classroom (Good & Brophy).
Question 3: Is there a relationship between affective teachers and teacher
effectiveness?
The significance of this question in linked to regression analysis which provided
the evidence those motivational strategies that caused learning among students included:
passion to learn, passion success, drive learn, and control of learning. For these teachers,
the implementation of these motivational strategies showed to have 76.9% effect on
motivation in the classroom as evidenced by regression analysis. Jones and Jones (2014)
contend that motivation is the tool that welcomes students into the classroom and reduces
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classroom management problems. The affective teacher uses passion to achieve the task
of instilling motivation into the students and allowing them to focus on educational goals.
The significance of this question is connected to a very strong relationship (r =
.709) between drive and passion-success, a very strong relationship (r = .711), between
passion-learn and passion-success, and very strong relationship (r = .689) between the
two variables featuring passion-learn and control. The importance of passion to succeed,
passion to learn, and drive to learn is realized when students are performing effectively in
the classroom. Green (2013) claim that teachers find benefits in accommodating students
and engaging them in productive activities that increase learning. Affective teachers
engage students using passion to learn as a strategy to motivate students.
The implication of drive to learn, passion to learn, and passion to succeed to
affective teacher and teacher effectiveness is realized when the affective teacher
successfully leads students to experience educational achievement and success. Green
(2010) notes that affective teachers are essential in developing students. They promote
student success by setting good examples in the classroom. Cameron (2012) notes that
affective teachers provide students positive leadership which support the creating of
successful teaching and learning environments.
The significance of this question in linked to regression analysis which provided
the evidence those emotionality strategies that caused learning among students included:
concern, kindness, compassion, and listening. For these teachers, the implementation of
these emotionality strategies showed to have 67.0% effect on teacher emotionality in the
classroom as evidenced by regression analysis. The importance of these emotionality
strategies is their contribution to affective teacher and teacher effectiveness. Emotionality
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plays a vital role in inspiration of students to learn and achieve educational success
(Green et al. 2009).
The significance of this question is connected to a very strong relationship (r =
.801) between listening and compassion, a very strong relationship (r = .664), between
concern and kindness. The importance of concern, kindness, compassion and listening is
realized when students are performing effectively in the classroom in the presence of
their teacher. The importance of using kindness, concern, compassion, and listening as
emotionality strategies is that these strategies are tools for relationship building in the
classroom (Green, 2010).
The implication of concern, kindness, compassion, and listening to affective
teacher and teacher effectiveness is realized when the teachers empower their students
and allow them to control the learning environment and realize confidence and
satisfaction with learning (Bandura, 1997; Green, 2013).
Question 4a: What is the relationship between affective teachers and teacher
effectiveness as it relates to gender?
The significance of this question is linked to preferences of motivational
strategies that teachers use in the classroom. The findings have indicated that male
teachers have a preference to utilize motivational strategies featuring drive,
passion/success, and passion/learn which has 80.3% effect on motivation in the
classroom. The female teachers prefer using motivational strategies presented by drive,
passion/success, passion/learn, and control which have 75.6% effect on motivation in the
classroom. The importance of using these motivational strategies for the genders is
embedded in their ability to stimulate learning and achievement among students.in the
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classroom. These motivational strategies typify self-efficacy these teacher employ in the
classroom (Bandura, 1997).
The implication of teachers using motivational strategies represented by drive,
passion/success, and passion/learn and control is that teachers maintain their
effectiveness by sustained the ability to utilize the self to teach as affective teachers
(Marzano, Marzano, & Pickering (2003).
Question 4b: What is the relationship between affective teachers and teacher
effectiveness as it relates to years of experience?
The significance of this research question is embedded in effect of the
motivational strategy on student learning. Teachers with 0 year of experience to 5 years
of experience prefer using motivational strategies featuring drive to learn, passion for
learning, passion to achieve success, and appreciation because these motivational
strategies have 81.6% effect on motivation in the classroom and promote learning among
students. Teachers with 6 years of experience to 10 years of experiences prefer to use
motivational strategies featuring drive to learn, passion for learning, passion to achieve
success because these motivational strategies have 81.4% effects on motivation in the
classroom and promote learning among students. Teachers with 11 years of experience to
15 years of experience prefer using motivational strategy featuring passion for learning
because it causes 75.0% effect on motivation in the classroom and promotes students.
Teachers with 16 years of experience to 20 years of experience prefer to use
motivational strategies featuring passion to learn and passion to achieve success because
these motivational strategies cause 87.9% effect on motivation in the classroom to
promote learning among students. These data indicate that teachers with 20 years of
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experience or more have a preference to utilize only one major motivational strategy
featuring drive to learn. For these teachers, the implementation of this motivational
strategy has 87.7% effect on motivation in the classroom as evidenced by regression
analysis.
It is important for the teachers to use motivational strategies featuring drive to
learn, passion to learn, passion to achieve success, appreciation of learning because these
strategies define the characteristics of affective teacher and teacher effectiveness (Green,
2010; Green et al. 2009).
The implication of this research question is that teachers who motivate students
reap the results of influencing the students to experience inspiration. Inspiration is built in
one’s emotions in the brain’s mygdala and hippocampus which influences learning and
student achievement and success (Damasio, 2005; Marzano, Marzano, & Pickering,
2003).
Question 4c: What is the relationship between affective teachers and teacher
effectiveness as it relates to gender and level?
The significance of this question to gender and level is revealed in the magnitude
of preference male and female teachers place on using a particular motivational strategy
in the classroom. Male teachers at level 3 appear to prefer using the motivational strategy
Appreciation because it has 68.9% effect on generating student motivation in the
classroom.
Male teachers at level 4 appear to prefer to use motivational strategy Passion to
Achieve Success because it has 91.4% effect on generating motivation among students in
the classroom. Male teachers at Level 5 teachers prefer to use motivational strategy
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Fantasy because it has 100% effect on generating motivation among students in the
classroom. Female teachers at level 3 prefer to use motivational strategies Passion to
Learn and Control because it has 69.1% effect on motivating students to learn in the
classroom. Female teachers at level 4 appear to prefer to use motivational strategies
Drive, Curiosity, Passion/Success, and Fairness because it has 91.8% effect on
generating motivation among students in the classroom. Female teachers at level 5 prefer
to use the motivational strategy Drive to Learn because it has 90.0% effect on generation
motivation in the classroom.
The implication of this question to gender and level is the manifestation of
different magnitude of preference these teachers attached to utilization of a motivational
strategy which defines their characterization as affective teacher and teacher
effectiveness. Teachers appear to increase their preference for using a particular
motivational strategy depending on the level of experiences in their teaching profession.
As instructional leaders in the classroom, it is evident from this study that selection and
utilization of varieties of motivational strategies is important to define affective teaching
and effective teaching (Driscoll, 2005; Green, 2013).
Question 4d: What is the relationship between affective teachers and teacher
effectiveness as it relates to school configuration?
The significance of this question is that elementary school teachers have a
preference to use motivational strategy Passion to Learn because it has 73.2% effect on
generating motivation among students in the classroom. Middle school teachers have a
preference to use motivational strategy Control because it has 77.4% effect on
stimulating motivation to learn among students in the classroom. High school teachers
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have a preference to use motivational strategy Passion for Success because it has 81.2%
effect on generating motivation to learn among students in the classroom as evidenced
regression analysis. It is important for teachers to use motivational strategies featuring
passion to learn, passion for success and control because they characterize affective
teacher and teacher effectiveness in the classroom. As motivational strategies they
influence learning, development of new knowledge and acquisition of new skills
(Bandura, 2002).
The implication of this research question to school configuration is that
elementary school teachers use Passion to Learn motivational strategy to stimulate
learning among students. Middle school teachers use Control of Learning motivational
strategy to influence their students to learn. High school teachers use Passion to Achieve
Success to influence their students to learn and achieve educational objectives. It is,
therefore, imperative for teachers to sustain motivation using their preferred motivational
strategies allow students to learn effectively and efficiently in the classroom. Teachers
that pay attention to the needs of their students experience student success (Green,
McNeal, & Cypress, 2009).
Recommendations
The study makes the following recommendations:
1.

Teachers implement motivational strategies to move students’ agendas
forward to achieve learning in the classroom (Marzano, 2012).

2.

Teachers implement motivational strategies featuring drive to learn, passion to
lean, passion to achieve success, and appreciation for these strategies increase
learning among students (Good & Brophy, 2008; Green, 2010).
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3.

Teacher utilize emotionality strategies featuring concern, kindness,
compassion, and listening for emotionality strategies are anchoring strategies
that promote implementation of effective instruction (Green, 2010; Green et
al. 2009).

4.

Teacher should use emotionality to show students and build relationships
(Driscoll, 2005).

5.

Teachers should utilize the power of kindness, concern to build relationships
with students to create conducive learning environment (Bandura, 2001).

6.

Teachers should use the power of listening to build relationship with student
and stimulate learning (Marzano, 2012).

7.

Teachers should demonstrate passion to learn and passion to achieve success
among students to build motivation among students (Green, 2013).

8.

Teachers should empower students through the implementation of motivation
and emotionality in classroom settings (Driscoll, 2005; Cunningham &
Cordeiro, 2006).

Conclusion
The center of this study is built around brain research which is the center of
emotions and learning. In the brain, the amygdala is the center of emotions which triggers
human action and varied acts. The hippocampus is the center of learning, the table of the
brain (Damasio, 2003). Emotions, motivation, students, teachers, and the learning
environment are all factors that are connect to promote achievement.
Affective Teachers and Teacher Effectiveness are conceptualizations that are
derived from the classical conditioning theory. The development of the stimulus and
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response prevail in the classroom in the arena of interactivity between teacher (stimulus)
and student (response). This study was intended to investigate the relationship between
the affective teacher and teacher effectiveness among rural teachers in Tennessee. It was
found that drive to learn, passion to learn, and passion to achieve success were the
motivational strategies teachers used to generate motivation among students. It was also
found that concern, kindness, compassion and listening were the emotionality strategies
teachers used to build relationships with their students and effect harmony in the
instructional environment. Affective teachers and teacher effectiveness are two concepts
that are built on emotionality and motivation (Good & Brophy, 2008; Green, 2013).
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APPENDIX A

Affective Teacher Model Survey

PART 1, PART 2, PART 3, PART 4
Instructions:
Please circle the response that is most appropriate fits you:
Gender:

Female

Male

Grade Level: Elementary

Middle

Years of Experience: 0-5 years
21 years

6-10 years

Teacher Evaluation Ranking: Level 1
Level 5

High School
11-15 years

Level 2

16-20 years

Level 3

Over

Level 4

Following are some statements about affective teaching. Please indicate the extent to
which you agree and disagree with each statement by circling the appropriate response at
the right of each statement. Each statement is ranked on a four-point scale where
1(strongly disagree = SD), 2(disagree = D), 3(agree = A), and 4(strongly agree = A).
PART 1 – MOTIVATION
SD

D

A

SA

2
2
2
2
2
2
2
2
2
2

3
3
3
3
3
3
3
3
3
3

4
4
4
4
4
4
4
4
4
4

SD

D

A

SA

1
1

2
2

3
3

4
4

1. I stimulate my students drive to learn
1
2. I stimulate my students curiosity to learn
1
3. I stimulate my students goal-setting initiatives
1
4. I stimulate my students fantasy to learn
1
5. I stimulate my students passion to achieve success 1
6. I stimulate my students belief to learn
1
7. I stimulate my students passion to learn
1
8. I stimulate my students control to learn
1
9. I stimulate my students fairness to learn
1
10. I stimulate my students appreciation to learn
1
PART 2 – EMOTIONALITY

11. I stimulate learning through concern
12. I stimulate learning through awareness
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13. I stimulate learning through kindness
14. I stimulate learning through empathy
15. I stimulate learning through compassion
16. I stimulate learning through listening
17. I stimulate learning through genuineness
18. I stimulate learning through rapport
19. I stimulate learning through engagement
20. I stimulate learning through containment

1
1
1
1
1
1
1
1

2
2
2
2
2
2
2
2

3
3
3
3
3
3
3
3

4
4
4
4
4
4
4
4

SD

D

A

SA

1

2

3

4

1

2

3

4

1

2

3

4

1

2

3

4

1

2

3

4

1

2

3

4

1

2

3

4

1

2

3

4

1

2

3

4

SD

D

A

SA

1

2

3

4

1

2

3

4

1

2

3

4

1

2

3

4

1

2

3

4

PART 3 –COMMITMENT

21. I stimulate learning through loyalty
to learner
22. I stimulate learning through conviction
in the learners ability to achieve
23. I stimulate learning through winning
the trust of the learner
24. I stimulate learning through respect
of the learners individuality and humanity
25. I stimulate learning through supporting
the learners sustainability of self-worth
26. I stimulate learning through supporting
learners to deal with the turbulent, dynamic,
complex and uncertain teaching environments
27. I stimulate learning through adjusting
learning environments to meet needs of learners
28. I stimulate learning by being in tune
with learners
29. I stimulate learning by fine tuning
learners efforts to achieve
PART 4 – PLANNING

30. I stimulate learning through giving
learners feedback
31. I stimulates learning through
organizing instruction
32. I stimulate learning through giving
homework to fine tune learners’ knowledge-base
33. I stimulate learning by timing
Instruction
34. I stimulate learning by checking for
understanding
35. I stimulate learning by giving
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classwork
36. I stimulate learning by being consistent
37. I stimulate learning by fostering teaching
leadership

1
1

2
2

3
3

4
4

1

2

3

4

PART 5 AND PART 6
Instructions:
Following are some statements about “Affective Teaching Environment.” Please indicate
the degree to which you feel each statement is important to you by circling the
appropriate response at the right of each statement. Each statement is ranked on a fourpoint scale where 1(somewhat important = SI), 2(important = I), 3(very important = VI),
and 4(extremely important = EI).
PART 5 – COMPETENCE

38. I stimulate learning through knowledge
39. I stimulate learning through skills
40. I stimulate learning awareness
41. I stimulate learning dependability
42. Teacher stimulates learning through
understanding
43. I stimulate learning through
open-mindedness
44. I stimulate learning through appreciating
cultural sensitivity
45. I stimulate learning by celebrating
diversity

SI

I

VI

EI

1
1
1
1

2
2
2
2

3
3
3
3

4
4
4
4

1

2

3

4

1

2

3

4

1

2

3

4

1

2

3

4

SI

I

VI

EI

1

2

3

4

1

2

3

4

1

2

3

4

1

2

3

4

1

2

3

4

PART 6 –STABILITY

46. I stimulate learning by structuring
a self-contained classroom
47. I stimulate learning by creating
a conducive learning environment
48. I stimulates learning by creating
a safe learning environment
49. I stimulate learning by creating
a disciplined classroom
50. I stimulate learning by providing
learners incentives
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51. I stimulate learning by assessing
learners’ entry level skills
52. I stimulate learning by welcoming
learners
53. I stimulate learning by creating an
environment of fairness

1

2

3

4

1

2

3

4

1

2

3

4

PART 7 – CHECKLIST

Instructions:
Following are “Affections” of interest to “Affective Teaching Environment.” Check an
item that supports affective teaching environment as a stimulus for learning and
achieving.
AFFECTIONS
o I connect with my students
o I communicate with my students
o I grab the attention of my students
o I give my students confidence
o I give my students satisfaction
o I show my students the relevance for teaching concepts, facts, procedures, and
skills
o I understand and appreciate the learning style of my students
o I differentiate instruction to encourage individual learning processes
o I foster collaboration with my students
o I empower my students to work hard and succeed
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PART 8-LINKAGE AFFECTIVE TEACHER AND EFFICTIVE TEACHER

Affective Teacher Model-Tennessee Effectiveness Measures Linkage Survey
Instructions:
Following are some statements about existing linkages between “Affective Teacher
Model (ATM) and Tennessee Effective Measures (TEM) for determining student
progress, growth, growth patterns, achievement, data driven decision-making processes,
leadership affiliations, school districts’ utility and empowering tools, and overall student
growth overtime. Please indicate the extent to which you agree and disagree with each
statement by circling the appropriate response at the right of each statement. Each
statement is ranked on a four-point scale where 1(strongly disagree = SD), 2(disagree =
D), 3(agree = A), and 4(strongly agree = A).
Circle the item that powers your attention to being an “Affective Teacher” by indicating
your feelings about how this powerful model propels learning progress, performance, and
achievement among students in instructional environments.
ATM-TEM LINKAGE ITEMS
1. Affective Teacher Model’s motivation variable strengthens learning to support
school districts’ data-driven decision-making processes
1
2
3
4
2. Affective Teacher Model’s emotionality variable stimulates students to make
progress in knowledge acquisition and representation
1
2
3
4
3. Affective Teacher Model’s variable planning reliably helps estimate student
progress in learning and teaching environments
1
2
3
4
4. Affective Teacher Model’s variable commitment reliably estimates effectiveness
of instruction overtime via student growth patterns
1
2
3
4
5. Affective Teacher Model’s variable competence powers valued-added
information gathering for student groups in schools/school districts
1
2
3
4
6. Affective Teacher Model’s variable stability traces individual student’s learning
progress over time through formative assessment
1
2
3
4
7. Affective Teacher Model’s variable motivation controls for compounding
demographic variables by using individual student’s data on performance
1
2
3
4
8. Affective Teacher Model’s variable emotionality measures the degree of student
growth annually through formative and summative evaluations
1
2
3
4
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9. Affective Teacher Model’s variable planning allows schools/school districts to
easily access and understand student learning progress data
1
2
3
4
10. Affective Teacher Model’s variable commitment provides options for examining
student growth and growth patterns in formative assessment mode
1
2
3
4
11. Affective Teacher Model’s variable competence promotes analysis of data
derived from varied classroom and state assessment tools
1
2
3
4
12. Affective Teacher Model’s variable stability reports student growth over time to
enable school districts to realize occurrence of student growth
1
2
3
4
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APPENDIX B
Consent to Participate in a Research Study
TITLE OF STUDY
The Relationship Between Affective Teaching and Teacher Effectiveness in Rural
Teachers in Tennessee
WHY ARE YOU BEING INVITED TO TAKE PART IN THIS RESEARCH?
You are being invited to take part in a research study about the relationship between the
affective teaching model and Tennessee teachers who are evaluated yearly based on
TVAAS. You are being invited to take part in this research study because you are a high
school teacher in Tennessee. If you volunteer to take part in this study, you will be one
of about 400 or more teachers to do so in Tennessee high schools.
WHO IS DOING THE STUDY?
The person in charge of this study is Ricky D. Catlett, a doctoral student, in the
Department of Leadership at the University of Memphis. He is being guided in this
research by Dr. Larry McNeal, Professor and Department Chair in the Department of
Leadership. There may be other people on the research team to assist at times during the
study.
WHAT IS THE PURPOSE OF THIS STUDY?
The purpose of this study is to determine the relationship between rural affective teachers
and effective teachers who are evaluated yearly based on the Tennessee Value-Added
Assessment System.
ARE THERE REASONS WHY YOU SHOULD NOT TAKE PART IN THIS
STUDY?
You could be excluded from the study if you are not currently employed as a teacher in a
Tennessee public school system under study.
WHERE IS THE STUDY GOING TO TAKE PLACE AND HOW LONG WILL IT
LAST?
The study will be conducted in rural schools among teachers in the state of Tennessee.
The study will begin the fall of 2014.
WHAT WILL YOU BE ASKED TO DO?
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As a participant in this study, you will be asked to complete the Affective Teaching
Survey.
WHAT ARE THE POSSIBLE RISKS AND DISCOMFORTS?
To the best of our knowledge, the things you will be doing have no more risk of harm
than you would experience in everyday life. The research does not involve any
procedures that cause possible physical harm.
WILL YOU BENEFIT FROM TAKING PART IN THIS STUDY?
You will not get any personal benefit from taking part in this study.
DO YOU HAVE TO TAKE PART IN THE STUDY?
If you decide to take part in the study, it should be because you really want to volunteer.
You will not lose any benefits or rights you would normally have if you choose not to
volunteer. You can stop at any time during the study and still keep the benefits and rights
you had before volunteering.
IF YOU DON’T WANT TO TAKE PART IN THE STUDY, ARE THERE OTHER
CHOICES?
If you do not want to be in the study, there are no other choices except not to take part in
the study.
WHAT WILL IT COST YOU TO PARTICIPATE?
There are no costs associated with taking part in the study.
WILL YOU RECEIVE ANY REWARDS FOR TAKING PART IN THIS STUDY?
You will not receive any rewards or payment for taking part in the study.
WHO WILL SEE THE INFORMATION THAT YOU GIVE?
Every effort will be made to prevent anyone who is not on the research team from
knowing that you gave us information, or what that information is. Information will be
stored appropriately maintaining confidentiality of identifiable data; the lead investigator
will securely store data documents within locked locations at Chester County High
School. Codes will be used to identify data documents to avoid revealing identifying
information. Computerized records of data extracted from the surveys will be assigned a
security code. There will be restricted access to the records and only the lead investigator
and individuals at the University of Memphis trained to support this research endeavor
will have access. All research records that identify you will be kept confidential to the
extent allowed by law. However, there are some circumstances in which I may have to
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show your information to other people. For example, when discussing the combined
results participants, I will discuss and interpret individual and group responses from high
schools with research committee. Additionally, I may be required to show information
which identifies you to people who need to be sure we have done the research correctly,
which would include individuals from the University of Memphis. After a one year
elapse, the documents will be destroyed. All identifiable computerized data will be
encrypted. Data stored on paper documents such as surveys will be shredded.
CAN YOUR TAKING PART IN THE STUDY END EARLY?
If you decide to take part in the study you still have the right to decide at any time that
you no longer want to continue. You will not be treated differently if you decide to stop
taking part in the study.
The individuals conducting the study may need to withdraw you from the study. This
may occur for the following reasons; if you are not able to follow the directions they give
you, if they find that your being in the study is more risk than benefit to you, or if the
agency funding the study decides to stop the study early for a variety of scientific
reasons.
WHAT IF YOU HAVE QUESTIONS, SUGGESTIONS, CONCERNS, OR
COMPLAINTS?
Before you decide whether to accept this invitation to take part in the study, please ask
any questions that might come to mind now. Later, if you have questions, concerns, or
complaints about the study, you can contact the investigator, Ricky D. Catlett at
catlettr@120cc.org or by phone at 731-608-8446. You may also contact advisor Dr. Larry
McNeal at lmcneal1@memphis.edu or by phone at 901-233-3226. If you have any
questions about your rights as a volunteer in this research, contact the Institutional
Review Board staff at the University of Memphis at irb@memphis.edu or by phone at
901-678-3074. We will give you a signed copy of this consent form to take with you.

_________________________________________
Signature of person agreeing to take part in the study

____________
Date

_________________________________________
Printed name of person agreeing to take part in the study
_________________________________________
Name of [authorized] person obtaining informed consent
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____________
Date

